An Examination of Secondary English Language Arts and Social Studies Teachers\u27 Perceptions and Implementation of Effective Literacy Instruction Practices in Their Content Area Classrooms: A Correlation Study by Mitchell, Melissa
University of Central Florida 
STARS 
Electronic Theses and Dissertations, 2020- 
2021 
An Examination of Secondary English Language Arts and Social 
Studies Teachers' Perceptions and Implementation of Effective 
Literacy Instruction Practices in Their Content Area Classrooms: A 
Correlation Study 
Melissa Mitchell 
University of Central Florida 
 Part of the Language and Literacy Education Commons 
Find similar works at: https://stars.library.ucf.edu/etd2020 
University of Central Florida Libraries http://library.ucf.edu 
This Doctoral Dissertation (Open Access) is brought to you for free and open access by STARS. It has been accepted 
for inclusion in Electronic Theses and Dissertations, 2020- by an authorized administrator of STARS. For more 
information, please contact STARS@ucf.edu. 
STARS Citation 
Mitchell, Melissa, "An Examination of Secondary English Language Arts and Social Studies Teachers' 
Perceptions and Implementation of Effective Literacy Instruction Practices in Their Content Area 
Classrooms: A Correlation Study" (2021). Electronic Theses and Dissertations, 2020-. 733. 
https://stars.library.ucf.edu/etd2020/733 
 
AN EXAMINIATION OF SECONDARY ENGLISH LANGUAGE ARTS AND SOCIAL 
STUDIES TEACHERS’ PERCEPTIONS AND IMPLEMENTATION OF EFFECTIVE 




M. Ed. University of Central Florida, 2021
A dissertation submitted in partial fulfillment of the requirements 
 for the degree of Doctor of Philosophy in Education 
in the School of Teacher Education 
 in the College of Community Innovation and Education 







































 According to national assessments of student performance, struggling readers in secondary 
grades continue to struggle, specifically in the areas of vocabulary development and reading 
comprehension.  As a result, the identified students struggle with content area learning.  It is 
important to examine content area teachers' perspectives and instructional needs about the role of 
reading/literacy in their content area.  This study uses a correlational research design, consisting 
primarily of collection and analysis of inventory data, collected from 74 secondary English 
Language Arts (ELA) and Social Studies teachers in grades 6-12.  The use of correlational 
design was selected to examine possible relationships between perceptions of ease of use, 
usefulness, and attitude towards literacy instruction and implementation of effective literacy 
practices.  This study examines secondary English Language Arts (ELA) and Social Studies 
teachers’ perceptions and implementation of effective literacy instruction practices, in grades 6-
12, through the analysis of correlational data, collected through an inventory related to this topic.  
Using multiple regression analysis of data, results of this study found a significant relationship 
between ease of use and teacher attitude, as well as teacher attitude and implementation of 
literacy instructional practices associated with positive effects in student achievement.  This 
study also shows the significance of ease of use when implementing instructional practices in the 
classroom, as well as examines differences related to teacher education, preparation, and content 
area.  The results of this study have the potential to (a) inform ELA and Social Studies teachers 
in grades 6-12, school administrators, related department heads, and school district leaders with 
recommendations for professional development and (b) identify areas for future research.  The 
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CHAPTER ONE: INTRODUCTION 
Statement of the Problem 
This study examines secondary English Language Arts (ELA) and Social Studies 
teachers’ perception and implementation of effective literacy instruction practices, in grades 6-
12, through the analysis of correlational data, collected through an inventory related to this topic. 
The results of this study have the potential to (a) inform ELA and Social Studies teachers in 
grades 6-12, school administrators, related department heads, and school district leaders with 
recommendations for professional development and (b) identify areas for future research.  The 
chapter begins with an explanation of the statement of the problem and the purpose of this study.  
Next, the theoretical framework that guided this study is presented, followed by the research 
questions and significance of the study.  The chapter concludes with the limitations, 
delimitations, assumptions, and operational definitions.  
The literacy needs of secondary school students differ greatly from that of students in 
elementary grades, requiring interventions that address the achievement gap while incorporating 
the analytic skills needed at the secondary level (Hemphill et al., 2015).  According to the 2019 
National Assessment of Educational Progress (NAEP), only 34% of students in eighth grade 
scored at or above proficiency in reading.  The 2019 NAEP results also showed that the number 
of eighth grade students reading at or above proficiency fell by four percentage points when 
compared to the 2017 NAEP results.  Further analysis of the 2019 NAEP results, show that most 
groups of eighth grade students performed lower than similar groups in 2017.  Twelfth grade 
results are similar, according to the 2015 NAEP, with only 37% of twelfth graders performing at 




differences compared to the 2013 NAEP results in reading proficiency of twelfth grade students.  
Similar to eighth grade results in reading proficiency, several groups of twelfth grade students 
had lower performance on the 2015 NAEP when compared to the NAEP administered in 1992.  
According to the NAEP assessment, there has been no real progress in closing the achievement 
gap in the reading proficiency of secondary students over the past 28 years.  There is building 
evidence that students in secondary grades need more support than they are currently receiving to 
improve reading proficiency outcomes. 
Although evidence suggests that many students struggle well into middle school and 
beyond, for most students, direct instruction in literacy strategies is completed by the end of fifth 
grade (Allington, 2011), laying the burden on all secondary teachers to improve literacy 
outcomes of struggling students (Vaughn & Fletcher, 2012).  The burden of supporting 
struggling readers in secondary content area classrooms is extremely demanding and complex.  
This is an issue facing all secondary teachers, schools, and school districts.    
Given the differences in infrastructure of secondary schools compared to elementary 
schools, struggling readers would likely receive vital core literacy instruction, or ￼tier one 
support, as described in the ￼Response to Intervention (RtI) Framework and in the Multitiered 
System of Support (MTSS), within content area classrooms.  To make a real impact on student 
outcomes in reading proficiency, all secondary teachers can play a vital role in the successful 
implementation of MTSS, as literacy strategies are most effective if taught within specific 




Although the reading demands required of students in specific content areas vary, several 
suggestions to address the literacy needs of struggling readers in secondary grades include a 
school wide focus on improving vocabulary and comprehension strategy instruction.  Although 
these general strategies provide a starting point to implement literacy practices in secondary 
schools, more research is needed to improve instructional practices related to implementing 
literacy strategies in ELA and Social Studies secondary classrooms.  
Many secondary teachers do not have a strong foundation in literacy instructional 
practices, as this is not a primary focus of all teacher preparation programs at the secondary 
level.  With documented difficulties in closing the achievement gap in reading proficiency for 
eighth grade and twelfth grade students on NAEP assessment, secondary teachers will need to 
provide more instruction in literacy practices within ELA and Social Studies classrooms.  This 
will be difficult without adequate support and preparation for teachers.  Secondary teachers 
would benefit from on-going professional development on providing literacy support to 
struggling students within their classes, as many lack the knowledge and confidence required 
(Vaughn & Fletcher, 2012). 
Purpose Statement 
The purpose of this study was to examine teacher perception and use of effective literacy 
instruction within secondary ELA and Social Studies classrooms, in grades 6-12.  This study 
measured perceptions of ease of use, usefulness, and attitude towards literacy instruction, as well 
as teacher perceptions related to implementation of effective literacy instruction practices.  This 




perceptions related to literacy practices and the actual use of literacy instructional practices in 
grade 6-12 content area classrooms. 
Over the past few years, teachers have had to adapt to changing national, state, and local 
educational policy targeting response to struggling students.  Given the ongoing changes in 
national policies and educational standards, teachers have had to face additional challenges in the 
classroom and may feel unprepared to support struggling students.   
Theoretical Framework 
Two theoretical frameworks informed the design of this study.  The first framework 
derives from Clark and Lampert’s (1986) theory relating to the impact of teacher perception and 
on academic achievement in student performance.  This theory states there is a significant 
relationship between teacher perception and the academic performance of students, as teacher 
perception can negatively or positively impact student achievement.  The impact of teacher 
perception on academic outcomes of student performance should not be underestimated when 
supporting students and teachers (Clark & Lampert, 1986).  Teacher attitudes, beliefs, and 
perceptions could have a significant impact on student achievement.   
This framework was also informed by Shulman’s (1987) research, which noted that 
teacher attitude, beliefs, and experiences greatly impact the teacher’s knowledge base, even in 
terms of content knowledge.  Teachers pull from their experiences to make a variety of decisions 
that impact day-to-day activities in a classroom.  This impacts what teachers will teach as well as 
how they teach.  Often, teachers build their knowledge base through on-the-job experimentation.  




experiences.  That knowledge will find its way into the enactment of instructional practices seen 
in the classroom (Clark & Lampert, 1986; Shulman,1987).  This information may provide much 
needed insight into the decision making of teachers identified in the current study.  As noted 
above, teacher experiences directly impact actions taken in classrooms.  As such, this framework 
provides crucial insight into the background of the teachers in responding to the inventory in the 
current study.  
A theoretical framework, based on the work Clark and Peterson (1986), also informed 
this study with a description of decision-making processes of effective teachers and the resulting 
impact on student achievement.  This theory states that effective teachers make minute by minute 
decisions and adapt instruction based on those decisions, consequently teacher decision making 
has a direct impact on student achievement.  We face a problem when teachers enter the field 
with a limited range of experiences or narrow point of view.  With more teachers entering the 
field without the experience of a teacher preparation program and the poor retention rate of 
current in-service teachers, schools are seeing a greater number of teachers lacking the context 
needed to effectively make minute to minute decisions in their classrooms (Clark & Peterson, 
1986).  The current study includes teachers of various backgrounds, skill sets, and experience 
levels.  As there is a direct relationship between the decision-making process of the teacher and 
student achievement, there also exists a need to understand the decision-making process.  
More examples of the impact of teacher decision making are evident in the Response to 
Intervention (RtI) and the Multi-Tiered System of Supports (MTSS) frameworks, often used in 




is crucial to the framework as it impacts instruction and student performance.  Teacher decision 
making within both frameworks often dictates the next course of action in supporting struggling 
students. 
To help support in-service teachers, we must learn more about the collective attitudes and 
beliefs of secondary content area teachers towards literacy instructional practices.  Instructional 
practices that include direct instruction of comprehension strategies and vocabulary, extended 
discussion of text, as well as attention to engagement and motivation in reading (Boulay et al., 
2015; Kamil et al., 2008).  Secondary content area teachers are responsible for providing a 
foundation of literacy support, as seen in tier one of the MTSS and RtI frameworks.    
Research Questions 
1. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ perceived usefulness of effective literacy instructional practices in their 
content area instruction? 
2. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ perceived ease of use of literacy instructional practices in their content 
area instruction? 
3. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ attitude towards implementation of literacy instructional practices in 




4. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
5. What role does perceived usefulness, related to literacy instruction, play in secondary ELA 
and Social Studies teachers’ perceived ease of use of literacy instructional practices in their 
content area instruction? 
6.  What role does perceived usefulness, related to literacy instruction, play in secondary ELA 
and Social Studies teachers’ attitude towards literacy instructional practices in their content area 
instruction? 
7.  What role perceived usefulness of literacy instruction play in secondary ELA and Social 
Studies teachers’ implementation of effective literacy instructional practices in their content area 
instruction? 
8.  What role does perceived ease of use of literacy instruction play in secondary ELA and Social 
Studies teachers’ attitude towards literacy instructional practices in their content area instruction? 
9.  What role does perceived ease of use of literacy instruction play in secondary ELA and Social 
Studies teachers’ implementation of effective literacy instructional practices in their content area 
instruction? 
10.  What role does perceived attitude towards literacy instruction play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 




11.  What role does perceived attitude, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
12.  What role does perceived usefulness, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
13.  What role does perceived ease of use, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
Significance 
The results of this study could provide much needed insight into the instructional 
decision making in literacy of secondary content area teachers, specifically in ELA and Social 
Studies classrooms.  This information could be extremely valuable to educators, as there is an 
established relationship between teacher decision making and student outcomes (Clark & 
Lampert, 1986).  If we wish to support struggling students, we need to learn more about teacher 
perceptions and attitudes towards secondary literacy.  With this information, school 
administrators can support teachers with appropriate resources and professional development. 
This could, in turn, improve instructional practices in secondary ELA and Social Studies 
classrooms.  School and district leaders could use the findings from this study to guide future 
professional development intended to support secondary teachers responsible for providing 




existing body of knowledge about supporting the needs of secondary struggling readers in ELA 
and Social Studies classrooms. 
Background 
To better understand the background related to this study, I reviewed research and 
scholarship on evidence-based instruction and intervention practices for secondary students with 
documented reading difficulties.  The practices are related to implementation of the federally 
mandated Response to Intervention (RtI) and Multi-tiered System of Support (MTSS) 
frameworks.  Although studies related to both RtI and MTSS have examined evidence-based 
instructional and intervention practices in primary grades, these studies do not factor in the 
unique challenges that impact students in secondary grades, such as differences in infrastructure, 
differences in students themselves, and graduation requirements.  As such, there is a need for 
additional insight into supporting the needs of secondary struggling readers across content areas.  
The analytic focus on the needs of secondary struggling readers provides another insight.  The 
findings addressed here are the result of a review of meta-analysis, summaries of research, and 
synthesis of research to provide core insights into literacy interventions in secondary grades.  I 
addressed this issue by demonstrating that the needs of secondary struggling readers are not 
being met within the current implementation practices of MTSS in secondary grades.   
The long-standing problem of addressing the needs of secondary struggling readers, has 
been central in recent research.  To address this issue, we need to understand the needs of 
adolescent struggling readers.  It is generally accepted that MTSS is the model used to address 




is defined as a student who has failed to show proficiency in reading, as measured by state 
mandated high stakes assessments.   
With implementation, there are two approaches to RtI and MTSS, the problem-solving 
approach and the standard protocol approach.  The problem-solving approach, often 
implemented in elementary grades, uses universal screening, progress monitoring, and targeted 
evidenced-based instructional interventions (King, Lemons, & Hill, 2012; Vaughn & Fletcher, 
2012).  More common in secondary grades, the standard protocol approach uses standardized, 
pre-selected interventions provided to all students who fail to respond to core instruction.  
Students are provided with literacy instruction primarily through these classes, using 
standardized interventions, as described in the standard protocol approach to RtI or MTSS (King 
et al., 2012; Herrera et al.,2016; Vaughn & Fletcher, 2012). 
There is a great deal of evidence suggesting that current MTSS implementation in 
secondary grades may not be the most effective method in supporting the needs of struggling 
readers.  Although there is a body of research supporting implementation of the framework in 
elementary grades (Vaughn & Fletcher, 2012; Wanzek et al., 2013) not enough research exists 
supporting successful implementation of MTSS in secondary grades (Flynn, Zheng & Swanson, 
2012).   
MTSS in Secondary Grades: Challenges to Implementation  
MTSS, in theory, is meant to prevent learning difficulties.  Current implementation in 
secondary grades often overlook fundamental differences between secondary and elementary 




established gaps in reading proficiency (Fuchs & Fuchs, 2010), making a preventative focus not 
feasible in practice.   
While this model may not be ideal, recent literature suggests that it is possible to 
intervene and provide support to students in secondary grades (Vaughn & Fletcher, 
2012).  Secondary struggling readers need interventions that address the achievement gap while 
also addressing specific skills needed at the secondary level (Hemphill et al., 2015).  Although 
few, there are some studies evaluating literacy interventions for secondary students identified as 
struggling readers or with a Learning Disability (LD) (Flynn et al., 2012; Scammacca et al., 
2013; Wanzek et al., 2013).  In recent reviews of empirical literature, Boulay et al., (2015) 
identified the following interventions associated with large effect sizes: Read 180, Xtreme 
Reading, and Learning Strategies Curriculum (LSC).    
Read 180, which includes fluency practice, question stems, activating prior knowledge,  
and cooperative learning, offers teacher-directed instruction as well as technology.  Read 180 
includes an individualized computerized intervention in fluency, spelling, decoding, vocabulary, 
and reading comprehension (Boulay et al., 2015).    
LSC is intended for students in grades 6-8 and is followed by Xtreme Reading for 
students in grades 9-12.  Sample lessons in LSC target specific comprehension strategies as well 
as self-regulatory reading behaviors.  Students are taught specific strategies to help retrieve 
information from text.  Students in grades 9-12 will encounter similar strategies with Xtreme 




paraphrasing and inferencing (Boulay et al., 2015).   These strategies are intended to improve 
performance on achievement tests in the content area.    
Voyager Passport Reading Journeys, used in grades 6-10, offers struggling readers a 
year-long program that uses high interest materials.  This program includes an interactive format, 
built-in scaffolds, and flexible grouping (Boulay et al., 2015).  A program, similar in format is 
also available to students in grades 6-10 called Achieve 3000 (What Works Clearinghouse, 
Institute of Education Sciences, U.S. Department of Education, 2018).  This program provides 
support with individualized instruction provided through a computer program with built-in 
scaffolds, while also providing additional support with teacher resources for differentiation. 
A considerable amount of research has been conducted to identify effective reading 
interventions for secondary students, but little research has been done with students in grades 10-
12 (Boulay et al., 2015; Flynn et al., 2012; Scammacca et al., 2013; Wanzek et al., 2013).  Most 
of the intervention studies were conducted in middle grades, in a whole group setting using a 
standard protocol approach to the intervention.   
Recommendations for Effective Practices  
  Researchers argue that the best setting for quality literacy instruction in secondary 
grades, is within the content area classroom (Boulay et al., 2015; Vaughn & Fletcher, 2012; 
Herrera, et al., 2016).  Each discipline requires specific skills that are far more complicated 
compared to elementary school (Vaughn & Fletcher, 2012), with required discipline specific 
skills needed to master content.  Vaughn and Fletcher (2012) state that secondary teachers may 




Research has identified instructional practices associated with gains in literacy for 
secondary students.  These practices include instruction in vocabulary, improving background 
knowledge, and direct and explicit instruction in reading comprehension strategies across all 
content areas (Boulay et al., 2015; Kamil et al., 2008; Vaughn & Fletcher, 2012; Wanzek et al., 
2013), in addition, the Institute of Educational Sciences (IES) makes the following 
recommendations, for research-based literacy instruction in grades 4-12:    
● Direct and explicit, systematic instruction in reading comprehension strategies that 
includes direct instruction on what to do when students do not understand what they are 
reading.  
● Direct and explicit instruction in vocabulary. 
● High quality discussion of texts.  
● Implementing efforts to increase motivation and engagement in literacy.  
● Delivery of intensive and individualized interventions to struggling readers.   
Given the complicated nature of secondary school, the recommended changes to 
instruction would be best implemented within the content area classrooms (Herrera et al., 2016). 
However, what remains unclear is identifying the best way to support secondary content-area 
teachers in implementing the needed changes.  The role of content area teachers is vital in 
supporting the needs of secondary struggling readers.  While research shows that literacy 
strategies are most effective if taught within the content area as a method for gaining access to 
text that increases with complexity (Herrera et al., 2016), content area teachers tend to rely on 




Further recommendations call for interventions with increasing intensity delivered by 
trained specialists (Vaughn & Fletcher, 2012; Wanzek et al., 2013) as interventions may be 
losing impact.  Scammacca et al. (2013) noted a drop in effect size in recent studies when 
compared to past studies on literacy interventions.  More research is needed to determine the 
cause of this decline.    
Another area of concern is the lack of research on individualization of interventions.  
This could make the plausibility of using a problem-solving approach in secondary schools 
difficult (Wanzek et al., 2013).  Secondary schools have become reliant on heavily standardized 
interventions.  Further research is also needed for students who fail to respond to research 
supported interventions (Vaughn & Fletcher, 2012; Wanzek et al., 2013).  
Conclusion 
According to national assessments of student performance and reports on the topic, 
struggling readers in secondary grades continue to struggle with reading, vocabulary, and 
comprehension.  As a result, they are also struggling with content learning. It is important to 
examine content-area teachers' perspectives and instructional needs about the role of 
reading/literacy in their content area.  Current literacy instruction is failing to meet the needs of 
struggling readers in secondary grades and research recommends making changes in content-area 
classrooms, therefore additional studies exploring the needs of content-area teachers related to 
this issue are needed.  A school-wide focus on improving vocabulary and reading comprehension 
strategies instruction was also noted in this review.  More research is needed to understand 





The researcher has a prior relationship with the literacy coaches and ELA teachers in this 
district, but the same is not true for the Social Studies department at each school.  This may 
impact participation in this study with a potential for unequal sampling.  In this district, the 
literacy coaches mainly work with ELA teachers.  The results of this study may not be 
generalizable to other secondary schools due to the sample size and length of this study, 
particularly schools in urban locations.  
Delimitations  
To participate in this study, inclusion criteria include all ELA and Social Studies teachers 
in grades 6-12, in a selected school district.  Teachers must be a certified teacher at the time of 
participation.  Participants must agree to be in the study and to complete the survey.   
Assumptions 
The assumptions that guided this study were derived from the review of literature and 
theoretical framework, relating to self-efficacy of teachers with the incorporation of literacy 
instruction in secondary ELA and Social Studies classrooms in grades 6-12. 
1. There is growing evidence that content-area teachers do not receive enough preparation 
in providing literacy instruction or interventions to students (Hemphill et al., 2015; 
Vaughn & Fletcher, 2012).  





3. Literacy strategy instruction and literacy interventions can help struggling students in 
secondary ELA and social studies classes to master content and improve reading 
proficiency (Kamil et al., 2008; Wanzek et al., 2013). 
4.  Participants of the inventory will answer questions truthfully.              
                              
Operational Definitions  
Content Area Reading Literacy: The ability to read, write, and comprehend texts within the core 
content areas.  Instruction on specific strategies that could be employed across content areas to 
help students make sense of texts (International Literacy Association [ILA], 2020). 
Core Instruction: Instruction provided to all students, regardless of academic ability. 
Disciplinary Literacy: A specialized organizational pattern that exists within a discipline as well 
as specific features in term of vocabulary, syntax, texts patterns, and way to evaluate and 
interpret information within a discipline (ILA,2020). 
Literacy: The International Literacy Association (2020) defines literacy as having the ability to 
understand, interpret, create, and communicate across a variety of disciplines and across a variety 
of contexts, going beyond the basic ability of reading and writing. 
Literacy Intervention: Targeted, intensive instruction in specific areas of literacy, aligning with 
students’ weaknesses and curriculum.  Literacy interventions are typically provided by a trained 




Multi-Tiered System of Support: A framework developed from the passing of Individual with 
Disabilities Education act (IDEA) (2004) and Every Student Succeeds Act (2015), designed to 
help educators quickly respond to the academic and behavioral needs of students.  
Response to Intervention: The process of moving students through a multi-tiered support system, 
each increasing in intensity, with the goal of improving academic achievement in struggling 
students (ILA, 2020; Wanzek et al., 2013).   
Reading in the Content Areas: Teaching reading and writing strategies that would apply across 
disciplines (ILA, 2020). 
Struggling Reader: A struggling reader is defined as a student who fails to meet reading 
proficiency criteria on state mandated exams. 
Summary 
The chapter began with rationale, including a sample review of literature and theoretical 
framework, related to the purpose of this study.  The chapter included research questions and 
assumptions that will guide the direction of this study, as well as the significance and 
contribution to the body of research on teacher efficacy in providing literacy instruction in 








CHAPTER TWO: REVIEW OF LITERATURE   
Introduction 
This chapter contains a review of literature examining, (a) educational policy as it relates 
to literacy interventions, (b) summative information about the status of adolescent literacy, (c) 
historical influences on the development of literacy interventions, and (d) MTSS.  The chapter 
goes on to review empirical evidence on the impact of interventions and MTSS for students in 
secondary grades.  The chapter also includes implications, recommendations for instruction, and 
recommendation for future research. 
Each year the International Literacy Association (ILA) surveys top national and 
international literacy professionals, including teachers, literacy coaches, and school 
administrators, to identify areas for support in literacy education.  According to the What is Hot 
in Literacy 2020 report, the survey sought to shed light on the current needs and roadblocks of 
classroom teachers, administrators, and literacy educators.  This survey identified a significant 
need to improve literacy outcomes of all students over the next decade.  Of those surveyed, 42% 
found that providing struggling students with better interventions to be among the top critical 
topics in literacy improvements.  In that same survey, it was noted that 44% of respondents 
stated that the topic of interventions for struggling readers should receive more attention in 
educational research (ILA,2020).  This study provides insight into roadblocks that prevent 





 Educational Policy as it Relates to Literacy Interventions 
National Level  
The implementation of No Child Left Behind (NCLB) in 2000 brought forth many 
changes to educational policies and practices, particularly in the way educators respond to 
students making minimal progress in reading achievement.  The 2004 Implementation of the 
Individuals with Disabilities Education Improvement Act (IDEIA), and the Every Student 
Succeeds Act [ESSA] (2015) brought forth more changes, many of which are still continuously 
changing, to these educational policies and practices.  In recent years, with the adoption of the 
Common Core State Standards, the demands on students continued to rise.  The skills that 
students are expected to master have increased significantly in complexity.  For example, 
students are expected to synthesize and cite relevant information across multiple texts to support 
arguments.  Not only did skills increase in complexity, the text complexity expectations at each 
grade level have increased as well (National Governors Association Center for Best Practices, 
Council of Chief State School Officers, 2010).   
These legislative initiatives heavily impact how educators address the needs of struggling 
students.  The resulting changes had a major impact on policy and practices related to specific 
approaches in addressing academic needs of students failing to show proficiency in reading.   
 With these increasing demands, it is concerning that students seem to be making little 
progress in closing the achievement gap in recent years.  According to the 2017 NAEP results, 
some groups of eighth grade students dropped in reading proficiency compared to the same 
assessment given in 1992, showing a downward trend in achievement.  In the 2019 NAEP, the 




downward trend was also noted in several groups of students assessed in twelfth grade, when 
comparing the 2015 NAEP reading assessment to the 1992 results.   Both eighth grade and 
twelfth grade students failed to make statistically significant progress in closing the achievement 
gap on the latest NAEP reading assessments.   
State Level: Florida  
In addition to legislative policy passed at the national level, each school district is 
required to comply with various legislative policies passed at the state level.  Many of the 
changes made at the state level target students performing below state identified benchmarks.  
Policies, both at state and national levels, change quickly and often, which may overwhelm 
teachers.  Educators have a responsibility to make substantial and well-documented efforts in 
closing the achievement gap in literacy.  Some by-products of the legislative changes in 
educational policy, include the Response to Intervention (RtI) and the Multi-Tiered System of 
Support (MTSS) frameworks.   
The state level requirements for the content area teachers identified in the current study 
has varied over the past few decades.  One requirement was focused on teachers providing 
literacy interventions to secondary students who scored a level two (out of five levels) on the 
state mandated exam.  Students scoring a level two, which was below satisfactory, could be 
provided literacy interventions within their content area classes if the teacher had participated in 
the professional development program called Content Area Reading Professional Development 
or CAR-PD.  Florida Department of Education began offering this professional development to 
teachers beginning in 2007 and then revised this plan in 2011 calling it, Next Generation Content 




teachers, in grades 6-12, were eligible for this professional development program that consisted 
of 150 hours of professional development geared towards successful implementation of 
evidenced-based literacy strategy instruction within the content area classroom.  At one point in 
time CAR-PD was required for all secondary teachers providing literacy interventions to 
struggling students.  Although CAR-PD is no longer a requirement, the state of Florida has 
recently required all teachers servicing students reading below proficiency, to receive an 
endorsement in reading.   
A Summary of the Status of Adolescent Literacy 
To further explore MTSS at the secondary level, it is vital to have a solid understanding 
of Adolescent Literacy.  According to the 2019 National Assessment of Education Progress and 
current educational research on the topic, adolescents need to develop reading and writing skills 
needed to successfully enter the workforce (American College Testing [ACT], 2006; Biancarosa 
& Snow, 2006; NAEP, 2019).  The development of Adolescent Literacy differs in fundamental 
ways when compared to literacy development in the elementary grades.  In the current study, 
Adolescent Literacy refers to a set of literacy skills, specific to students in grades 4-12, that meet 
the challenges presented with reading and writing in the secondary grades (ILA, 2020). 
 For most secondary students, direct instruction in reading comprehension strategies end 
after the fifth grade, although many students still show a substantial need for support in this area 
well beyond the elementary grades (Herrera et al., 2016; Hervey, 2015).  According to 
Humphrey (2002), once students enter the middle grades, they are exposed to more instruction in 
writing, grammar, literature, and spelling; leaving little room for literacy comprehension strategy 




 Distinct differences in literacy instruction exist between elementary and secondary 
schools, creating challenges in supporting struggling students.  Students need instruction that is 
specific to each discipline and content area (Lee & Spratley, 2010).   This will require systematic 
changes as well as major shifts within instructional practices at the secondary level (Hervey, 
2015).    
 The need for improvement in Adolescent Literacy has been well-established in both 
research and practice, however secondary educators still need more support than they are 
receiving.  There is building evidence that effective core literacy instruction in secondary grades 
is a vital part of each content area, as it associated with increasing student achievement (Langer, 
2001; Greanleaf et al., 2001).  Teachers need to incorporate literacy instruction that best aligns 
with their content area.  There is a dire need to re-evaluate core literacy instruction at the 
secondary level (Boulay et al., 2015; Herrera et al., 2016; Vaughn & Fletcher, 2012), due to the 
complicated nature of secondary school infrastructures.  There can be great difficulty in locating 
quality resources, because majority of core literacy instructional programs are created and 
marketed towards elementary grades (Allington, 2011), and the literacy needs of adolescents 
require instruction that address the achievement gap while incorporating analytic skills needed at 
the secondary level (Hemphill et al., 2015).  As tiered frameworks, MTSS and RTI rely on core 
literacy instruction to provide a solid foundation for struggling students.  
According to research, a possible reason for the lack of literacy instruction, in secondary 
content area classrooms, is a direct result of teacher instructional decision making (ACT, 2006; 




relationship between teachers’ beliefs toward reading and its impact on instructional plans and 
decisions made in the classroom (Hall, 2005; O'Brien, Stewart, & Moje, 1995). 
Most secondary content area teachers did not sign up to teach literacy.  According to 
Vaughn and Fletcher (2012), secondary teachers report a lack of confidence in their ability to 
deliver quality instruction in literacy.  Secondary teachers need on-going support through 
professional development, to identify and implement instructional practices with evidence of 
success when used with adolescent struggling readers. 
Content Area Literacy Versus Disciplinary Literacy 
There are key differences that distinguish content area literacy from disciplinary literacy.  
Mainly, content area literacy refers to general strategies that can be applied across different 
content areas, while disciplinary literacy refers to specific skills that are needed to gain a greater 
depth of knowledge and comprehension within each specific discipline (International Literacy 
Association, 2017).  
  More specifically, in content area literacy instruction, teachers model specific strategies 
and processes that can be applied across several content areas that can aid in interpreting texts 
across different content areas.  This can include asking clarifying questions, predicting, using 
text features, or summarization (ILA, 2017).  These strategies can also support struggling 
students with composition and revision of writing across disciplines.  In contrast, disciplinary 
literacy requires a discipline specific approach in supporting students with the strategies needed 
to interpret texts, as well as composing and revising texts. 
  Research supports a combination of these two approaches in practice.  Although 




knowledge and proficiency, the best results include the practice of combining common strategies 
across content areas with strategies specific to each discipline (ILA, 2017).  
Role of Engagement in Adolescent Literacy  
According to a recent position statement from the International Literacy Association 
(2019), the role of engagement is essential to the development of adolescent literacy.  
Engagement in literacy refers to the adolescent’s interaction with text, as well as the 
representation of diverse cultures and experiences across media.  The value of the learning 
context, which includes the learners, the environment, as well as the identities and voices of the 
learners, is crucial to sustainable progress.  The learning context can be supported by specific 
practices, such as allowing students to select texts that align with teacher selected text and 
providing authentic contexts for learning situations.   
Teachers need to incorporate targeted stills to support the development of engagement in 
the secondary classroom.  These skills include supporting adolescents with a wide range of texts, 
both digital and traditional, providing experiences and texts with which adolescents can make 
connections, and knowledge of pedagogy in metacognition (ILA, 2019).  This is an important 
step within the process of a systematic approach to supporting student needs in literacy.  
 Multi-Tiered System of support and Response to Intervention  
RtI and MTSS were both intended to prevent and remediate learning difficulties, through 
the identification of students failing to respond to core instruction and interventions.  RtI falls 
under the umbrella of MTSS, referring to the academic needs of students, while MTSS refers to 
both academic and behavioral needs of students (King, Lemons, & Hill, 2012; Vaughn & 




According to The National Center on Intensive Intervention (2020), MTSS is 
preventative framework, designed to support students struggling in behavioral and/or academic 
areas.  MTSS is systematic in approach and uses school-level resources to address academic and 
behavioral needs of students through a tiered system that increases in intensity.  The MTSS 
framework includes three tiers.  The tiers are referred to as tier one, tier two, and tier three in 
practice.  All tiers are intended to prevent learning difficulties, with each tier increasing in 
intensity of support.  These tiers are often used to address needs of at-risk students.   
At the core of MTSS and RtI, is progress monitoring, which involves collecting and 
analyzing data for decision making purposes.  This data is used to support students with 
individualized interventions, as well as to move students between tiers of support (National 
Center on Intensive Intervention (2020).  The main goal of this support system is improving 
academic achievement and behavioral outcomes in struggling students (Wanzek, et al, 2013).   
Both in research and practice, there are two common approaches taken in the enactment 
of MTSS and RtI.  They are referred to as the problem-solving approach and the standard 
protocol approach (King, Lemons, & Hill, 2012; Vaughn & Fletcher, 2012).  In the problem-
solving approach to MTSS and RtI, educators use universal screening, progress monitoring, and 
evidenced-based instructional practices with the goal of preventing and remediating learning 
difficulties (Vaughn & Fletcher, 2012; Wanzek et al., 2013).  Educators can use the information 
gathered, in this process, to tailor specific interventions to target the individual needs of each 
student.  In the standard protocol approach, often used in secondary grades, all students failing to 




students move through either of these approaches of MTSS, educators can refer students for 
exceptional education evaluation (King et al., 2012).  
MTSS in Secondary Grades 
Although there is research supporting the problem-solving approach in elementary 
grades, there is little research relating to implementation of the problem-solving approach in 
secondary grades (Vaughn & Fletcher, 2012; Wanzek et al., 2013).  Most struggling readers in 
secondary grades are identified through standardized testing.  Often, secondary students move 
through MTSS, using the standard protocol approach.  In the standard protocol approach, all 
students are exposed to a series of standardized, pre-selected interventions, regardless of 
individual abilities or areas of weakness.  Often, students are enrolled in intensive reading 
courses based on outcomes from state-issued standardized assessments (King et al., 2012; 
Herrera, et al., 2016).  Implementation of MTSS, in secondary grades, carries unique challenges 
for educators.  Several examples include difficulty in administering one-on-one interventions to 
students, the disruption in developmental and social needs of students, school organizational 
conflicts, and other graduation-related factors (Burns & Gibbons, 2012).  MTSS was originally 
intended to be preventative in nature, however in secondary grades, it is usually too late to 
prevent as the learning gap is well-established (Fuchs & Fuchs, 2010).   
Secondary students may perform on the same academic level as elementary students, but 
their needs differ greatly.  With major developmental differences between secondary and 
elementary students, the same approaches, techniques, and programs should not be used with 
both groups.  The infrastructure existing in secondary schools is different from elementary 




elementary level (Fuchs & Fuchs, 2010).  For example, research supports the use of universal 
screening in elementary grades, to identify students at risk.  This may not be a necessary practice 
for secondary grades as these students have achievement gaps that are well-established.  
Struggling students can be identified through school-based assessment data and teacher input, 
allowing students to progress to the most intensive intervention available if needed (Wanzek et 
al., 2013; Fuchs & Fuchs, 2010).   
Secondary students with significant reading difficulties need interventions that are long 
lasting and extremely intensive (Wanzek et al., 2013).  They need interventions that address the 
achievement gap while addressing the analytic skills needed at the secondary level (Hemphill, et 
al., 2015).  Secondary struggling readers cannot afford to move slowly through a system 
designed for prevention.   
Historical Influences on the Development of Literacy Interventions 
After the passing of No Child Left Behind (NCLB) in 2000, educators needed to focus 
efforts on preventing gaps in achievement.  The requirements under NCLB forced educators to 
provide students with evidenced-based interventions in literacy.  Findings from research showed 
that interventions, from an early age, were successful in preventing gaps in learning.  
Interventions should target specific areas in literacy, aligning with students’ weaknesses.  These 
interventions should be more intense than core instruction (Bouley et al., 2015; Wanzek et al., 
2013).    
To successfully implement interventions, recommendations include the following: the use 




interventions, regular monitoring of student progress in the intervention, and the alignment of 
intervention to student need and core curriculum (Bouley et al., 2015). 
Interventions at the Secondary Level  
Although more evidence exists supporting the use of interventions in the elementary 
grades, there is some evidence that interventions at the secondary level can produce positive 
effects on student achievement (Wanzek et al., 2013; Flynn et al., 2012).  It is possible to 
effectively intervene and support struggling secondary students.  In recent studies, students 
identified as Learning Disabled or as a struggling reader showed a positive response when placed 
in an intervention targeting specific areas of weakness (Scammacca et al., 2013).  It may be 
possible to use elements from these studies to create successful interventions for secondary 
students if some changes are made in the implementation to maximize the benefit to students.  
Valuable insight can be gained from studies evaluating the overall effectiveness of literacy 
interventions designed for secondary students, specifically studies that analyze the magnitude of 
the effect of specific interventions on reading achievement.  These studies may provide insight 
into finding common practices between different interventions with evidence of positive effects.    
Secondary Interventions with Positive Effects  
 Key insights gained from the analysis of 12 studies related to the effectiveness of literacy 
interventions in the secondary grades, highlight the possible impact interventions can have at the 
secondary level.  Included are meta-analysis, summaries of research, and synthesis of research 
that met the following criteria; high internal validity, generalizable results, randomized 
controlled trials, or well-designed quasi-experiments (Boulay et al., 2015; Herrera et al., 2016; 




Boulay et al. (2015) found several interventions designed for secondary students, 
producing positive effects, utilizing criteria from What Works Clearinghouse (WWC) 
Procedures and Standards Handbook, version 2.1.  Researchers found 10 interventions that met 
the criteria from WWC.  Upon further investigation, researchers found that only one intervention 
had positive effects, with three studies producing positive effects.  Two interventions showed 
potentially positive effects with one study producing positive effects.  One intervention showed 
mixed effects with one study producing positive effects and two studies producing no effects.  
The remaining interventions showed no discernable effects.  For the purpose of this literature 
review, the interventions with evidence of positive, potentially positive, or mixed effects with be 
included and summarized.  The interventions are Read 180, Xtreme Reading, Learning Strategies 
Curriculum (LSC), and Voyager Passport Reading Journeys (Boulay et al., 2015).   
Read 180, offered to students in grades 4-12, uses teacher directed, small group 
differentiated instruction along with a technology component. This intervention typically lasts 
about one year.   Offering both teacher-led and individualized instruction, Read 180 focuses on 
word attack skills, fluency, spelling, vocabulary, and reading comprehension (Boulay et al., 
2015).    
LSC and Xtreme Reading are two parts of a continuing program.  LSC targets students in 
grades 6-8, while Xtreme Reading is designed for students in grades 9-12.  In this intervention, 
students often begin with LSC and continue to receive interventions with Xtreme Reading.  Both 
interventions incorporate self-regulatory strategies in reading comprehension and utilize 
cooperative learning frameworks.  The goal is to support students with locating and retaining 




retrieving information from texts.  Areas of focus include word identification, self- questioning, 
visual imagery, paraphrasing, and inferencing (Boulay et al., 2015).    
 In 2013 Scammacca et al., conducted a meta-analysis studying the overall magnitude of 
impact of interventions targeting secondary struggling readers.  Included in the meta-analysis are 
studies published from 2005-2011.  The 2013 study was a continuation of a study Scammacca et 
al., published in 2007, which examined the magnitude of impact of interventions targeting 
secondary struggling readers.  Researchers included studies published from 1980-2004 in the 
2007 meta-analysis. One of the key findings from the 2013 meta-analysis conducted by 
Scammacca et al., showed that interventions targeting secondary students had a small, positive 
effect on all reading achievement measures.  This differs from the findings of the 2007 study 
conducted by Scammacca et al., which found that interventions had a moderate, positive effect 
on reading achievement.   
The 2013 study also examined moderating factors of effect size in outcome measures of 
specific interventions.  They found that intervention type had the greatest moderating effect on 
reading outcomes (Scammacca et al., 2013).  Interventions targeting reading comprehension had 
the greatest effect on overall measures of reading achievement, which included overall reading 
achievement, reading comprehension, and norm referenced assessments.  This was similar to the 
findings of the 2007 study, however in the 2007 study, interventions targeting reading 
comprehension and vocabulary were both associated with high impact on achievement 
(Scammacca et al., 2007).  In the 2013 study, there were no studies published that included 




 In 2016, Herrera et al. reviewed studies published within the last 20 years, to examine 
secondary literacy interventions, looking for common practices among different interventions 
associated with positive results.  In their search, researchers found 30 studies that met the criteria 
for the review, with only 12 interventions with positive effects (Herrera et al., 2016).  When 
searching for commonalities between effective interventions, they found common instructional 
practices in 7 out of the 12 interventions.  Researchers also noted that 5 of the interventions 
included writing instruction as well as reading instruction.  The 12 interventions were all 
conducted in a middle school setting, within content area classrooms.  All interventions included 
extensive, on-going professional development and support for teachers (Herrera et al., 2016). 
Achieve 3000 
Another intervention worth mentioning is Achieve 3000.  This intervention is currently in 
use within school district A. It is a multi-step online program designed to help students become 
more proficient in non-fiction text reading.  The purpose of Achieve 3000 is to provide students 
with non-fiction literacy content on a computer-based platform to build skills in phonemic 
awareness, phonics, fluency, comprehension, writing, and vocabulary.  This program provides 
instruction through an online platform.  Students begin the program by taking a placement test.  
Each student’s reading level is identified.  The teacher can assign the same non-fiction article to 
an entire class, however, students will receive an article that is written at each student’s reading 
level.  The program will increase the difficulty of texts as students progress through material.  It 
states that Achieve 3000 provides differentiated instruction and texts on students’ reading level, 




designed to assist in meeting the needs of striving readers, students in need of intensive 
intervention, as well as English Language Learners.   
The process begins with a pre-reading activity designed as an option poll related to the 
content of the test reading.  Students next read the article with built in scaffolds supporting 
vocabulary and decoding.  The final steps include after reading activities as well as other 
extension activities designed to encourage students to respond to reading while developing 
comprehension skills, such as summarization.  Students participate in extension activities that 
support a comprehension strategy. The program also provides students opportunities to 
experience texts on similar topics and higher readability levels. (Institute of Education Sciences, 
U.S. Department of Education, 2018). 
Recommended Instructional Practices 
 Common instructional practices, associated with gains in reading achievement, found 
among all effective interventions were noted in the Herrera et al (2013) study.  These findings 
will be summarized with research-based recommendations for literacy practices designed for 
secondary struggling readers.  The recommendations were synthesized from several reviews of 
literature and a practice guide issued by the Institute of Educational Sciences (IES) (Boulay et 
al., 2015; Kamil et al., 2008; Vaughn & Fletcher, 2012; Wanzek et al., 2013). 
The recommendations include but are not limited to:  
● Direct instruction in reading comprehension strategies with carefully selected texts.  
Instruction should be explicit, systematic, and include direct instruction on specific 
strategies that teach students what to do when they do not understand what they are 




monitoring strategies and meta-cognitive approaches for checking for understanding 
during reading tasks.  
● Direct instruction in vocabulary acquisition.  Recommendations include explicit 
systematic instruction, highlighting the need to provide students with multiple exposures 
to new words across disciplines.  Instruction should also include illustrations of word 
meanings, connection to concepts, and should be related to text.  
● Teacher facilitation of high-quality discussion related to text.  Recommendations include 
opportunities for extended discussions of meaning and interpretations.  The use of 
comprehension strategies was most effective when students had opportunities to apply 
strategies through class discussions.  
● Purposeful efforts to increase motivation and engagement in literacy.  Effective 
approaches include providing stimulating environments and opportunities for meaningful 
goal setting related to learning outcomes.  
● Delivery of intensive interventions to struggling secondary readers, prioritizing 
comprehension and vocabulary interventions, when appropriate, as these interventions 
produced high effect sizes. 
Key Insights into Supporting Secondary Struggling Readers 
One purpose of MTSS is to prevent achievement gaps between students, rendering it a 
preventative framework.  Students in secondary grades typically enter with well-established 
achievement gaps.  Given this dilemma, MTSS has unique hurtles to overcome in supporting the 




requirements, school organizational structure, and developmental differences in students (Burns 
& Gibbons, 2012; Flynn et al., 2012; Wanzek et al., 2013).  
 One vital part of the framework, often considered the foundation of MTSS and RtI, is 
seen in the Tier One portion of the model.  Tier one of both models include evidenced based 
quality instruction provided to all students.  This is the foundation of the framework of MTSS 
and RtI and it plays an important role in its success.  One finding from this review of literature is 
a need to strengthen core literacy instruction provided to all students in secondary grades.  For 
most students, direct instruction in literacy strategies ends in fifth grade (Herrera, et al., 2016).  
Due to the infrastructure of secondary school, the only possible way to provide all students with 
quality literacy instruction is within content area classrooms.  Researchers have argued that 
content area teachers may be the best source of this instruction, as these teachers can provide the 
discipline-specific strategies that would best support their text and discipline (Vaughn & 
Fletcher, 2012).  
 The role of the secondary content area teacher, within the implementation of MTSS in 
secondary grades, is vital to the success of the MTSS.  Content area teachers do not rely on 
literacy strategies to deliver content, as most teachers use other methods.  Literacy instruction at 
the secondary level is far more complex compared to the elementary level.  Teachers need to 
address the widening achievement gap while providing students with the analytic skills needed to 
master content, increasing in complexity within each discipline (Hemphill et al., 2015).  The 
content area teacher needs more support with the implementation of literacy strategies and 




through on-going professional development (Herrera et al., 2016; Vaughn & Fletcher, 2012).  
Teacher self-efficacy may impact motivation to implement recommended changes.  
Implications for this Research Study 
 After reviewing the recent literature on MTSS in the secondary grades, several concerns 
emerged.  Most of the interventions included in the review of literature were conducted in a 
middle school setting.  More research needs to be conducted within a high school setting, as 
students continue to struggle.  It is also important to note that implementing interventions may be 
more difficult in a high school setting due to site constraints.   
Another area of concern is the quality of interventions provided to secondary students, as 
many schools are relying heavily on the use of standardized interventions.  More research is 
needed to determine the possible impact of one-to-one tailored interventions at the secondary 
level.  Secondary struggling readers need trained specialists and often it is individuals with the 
least amount of experience providing interventions.  Interventions focusing on vocabulary and 
comprehension had the highest impact on student achievement however, there has been a recent 
decline in interventions focusing on vocabulary.  This is concerning as this review indicates that 
interventions provided at the secondary level may have been losing impact in recent years.  More 







CHAPTER THREE: RESEARCH METHODOLOGY  
Introduction 
This chapter contains an overview of the current study, which utilizes a correlational 
design (Creswell & Creswell, 2017).  Contextual factors related to the participants and setting of 
this study are discussed as well.  Also included in this chapter are the research questions used to 
guide this study and an overview of an adapted instrument, which will be referred to as an 
inventory.  This chapter concludes with an explanation of data analysis procedures and 
methodological limitations.   
Purpose of Study 
This study seeks to examine teacher perception and implementation of research-based 
literacy strategies in secondary ELA and Social Studies classrooms, grades 6-12.  This 
correlational study measured teacher perceptions of ease of use, usefulness, and attitude towards 
literacy instruction, comparing results with implementation of effective literacy instruction 
practices in secondary ELA and Social Studies classrooms.   
Research Questions 
1. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ perceived usefulness of effective literacy instructional practices in their 
content area instruction? 
2. What role does perceived resources, related to literacy instruction, play in secondary ELA and 





3. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ attitude towards implementation of literacy instructional practices in 
their content area instruction? 
4. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
5. What role does perceived usefulness, related to literacy instruction, play in secondary ELA 
and Social Studies teachers’ perceived ease of use of literacy instructional practices in their 
content area instruction? 
6.  What role does perceived usefulness, related to literacy instruction, play in secondary ELA 
and Social Studies teachers’ attitude towards literacy instructional practices in their content area 
instruction? 
7.  What role does perceived usefulness of literacy instruction play in secondary ELA and Social 
Studies teachers’ implementation of effective literacy instructional practices in their content area 
instruction? 
8.  What role does perceived ease of use of literacy instruction play in secondary ELA and Social 
Studies teachers’ attitude towards literacy instructional practices in their content area instruction? 
9.  What role does perceived ease of use of literacy instruction play in secondary ELA and Social 





10.  What role does perceived attitude towards literacy instruction play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction?  
11.  What role does perceived attitude, related to Achieve3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
12.  What role does perceived usefulness, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
13.  What role does perceived ease of use, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
Research Design 
This study used a correlational research design, consisting primarily of collection and 
analysis of inventory data, collected from secondary ELA and Social Studies teachers in grades 
6-12.  The use of correlational design was selected to examine possible relationships between 
perceptions of ease of use, usefulness, and attitude towards literacy instruction and 
implementation of effective literacy practices.  Participants identified in this study are 
responsible for implementation of the many educational policies, impacting secondary struggling 
students, that have passed down from national, state, and local levels.  The teachers in this study 
have received direction from educational policies, in the state of Florida, that require them to 




policies are likely to have had a significant impact on the participating teachers in this study, 
possibly effecting teacher perception and attitude towards literacy instruction.  Feedback from 
teachers, who are working directly with students targeted in the above-mentioned initiatives, is 
vital to the success of the students.  It is vital to examine the relationship between teacher 
perception of literacy practices and actual implementation.  
Institutional Review Board 
Prior to the beginning of this study, the researcher applied and received approval from the 
Institutional Review Board at the attended University.  The researcher then applied and received 
approval to conduct a research study from an Institutional Review Board within the school 
district selected for participation. 
Participating School District 
This study was conducted within school district A, a rural district located on the west 
coast of Florida.  Over the past few years, there have been many national and state level 
legislative policies focusing on improvements in secondary literacy.  Specifically, there are 
several state mandated initiatives that have made recent impacts on the teachers identified in the 
present study.  The school district A serves about 16,000 students in grades pre-K through 12, 
within a total of 22 campuses.  Included in the sample identified in this study are ELA Teachers 
and Social Studies teachers in grades 6-12.  School district A contains four middle schools with 
grade levels 6-8, and three high schools, with grade levels 9-12.  Demographic data, collected 

































9-12 1,445 18% 61% 17.5% 14 11 
High 
School: 2 
9-12 1,174 18% 61% 14.13% 11 9 
High 
School: 3 
9-12 1,820 23% 55% 13.13% 16 8 
Middle 
School: 1 
6-8 811 21% 64% 14.91% 14 8 
Middle 
School: 2 
6-8 914 18% 75% 18.05% 16 7 
Middle 
School: 3 
6-8 1096 18% 68% 12.5% 18 9 
Middle 
School: 4 





This study took place during the COVID 19 pandemic.  Like many other educational 
systems, the participating school district felt many impacts from COVID 19.  This school district 
serviced all students virtually from March 13th through the end of the school year in 2020.  The 
school district resumed in person learning in August of 2020.  The district also offered a virtual 
option to families.  Due to the fluid student movement from virtual to brick-and-mortar teachers 
moved as well.  
State Level Context 
In the past, the Florida Department of Education has required a variety of professional 
developments in attempts to improve reading achievement in secondary students.  One of those 
professional development opportunities was offered to secondary content area teachers beginning 
in 2007.  Florida Department of Education referred to this program as Content Area Reading 
Professional Development or CAR-PD.  According to state legislation, all content area teachers, 
in grades 6-12, were eligible for this professional development.  CAR-PD was required for all 
secondary teachers providing literacy interventions to struggling students.  Upon completion, 
content area teachers would be able to provide literacy interventions within their content area 
classrooms, in accordance with the state’s Comprehensive Reading Plan.   
Another initiative worth mentioning took effect beginning December of 2020.  This 
initiative requires all teachers, providing intensive reading interventions, to be endorsed or 
certified in reading.  There have been recent changes in this legislative action, forcing teachers 
identified in this study, to become reading endorsed within a very short timeframe.  During the 




District Level Context: Internship  
 In the spring of 2018, the researcher completed an internship with the director of 
professional development for all K-12 schools in the district, studying secondary professional 
development implemented throughout the district from January to May of 2018.  The purpose of 
this internship was to gain first-hand experience of implementation of professional development 
at the district level, with a focus on literacy and literacy interventions in secondary grades (6-12). 
The district serves three high school and four middle schools.  The researcher spent time in each 
of the three high schools, visiting ELA classrooms with the literacy coach assigned to each 
school, and observed content area classrooms at two of the four middle schools.  The researcher 
also participated in each professional development that was offered to high school ELA teachers, 
and one professional development offered to the social studies department at one of the three 
high schools. 
District Level Context: 2018-Present 
In the 2018-2019 school year, the district completed the second year of a professional 
development plan to implement research-based literacy strategies into ELA and social studies 
classrooms.  Over the past three years, professional development has focused on effective use of 
graphic organizers, effective questioning techniques, and writing in response to reading.  During 
the internship, the researcher observed that several secondary ELA teachers became certified 
through the state’s alternative certification route.  These particular teachers were current in-
service teachers, but they had not completed an education preparation program.  They lacked 




According to the 2019-2020 report on file with the Florida Department of Education, this 
district noted an overall drop in achievement in high school overall reading achievement.  In 
2017-2018 this district decided to add an additional two literacy coaches, enabling the district to 
assign one literacy coach to each of the three high schools.  In 2019-2020, this district decided to 
allocate funds to purchase Achieve 3000 with the intention of assisting teachers in the collection 
of achievement data to differentiate instruction in reading.    
In accordance with state legislation, for the 2020-2021 school year, each district in the 
state was required to submit a Comprehensive Reading Plan, in which the district details 
procedures related to the implementation of MTSS for all grades K-12.  In the current plan on 
file with the state, the district in question submitted criteria for each tier of MTSS, evidenced 
based interventions throughout K-12 for all tiers of instruction, and progress monitoring 
procedures and regulations.  The document on file with the state department of education is 












Table 2: District Criteria: MTSS 
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Universal Design for 
Learning with appropriate 
accommodations for 
students with disabilities and 
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6-8 Tier 3 
  
Score of 
inadequate on state 
standardized 
assessment, with a 
two year trend  
  
Score below 50% 




below: 560L sixth 
grade, 630L 
seventh grade, 
665L eighth grade 
  
Scheduled into additional 





Additional time, outside of 
core instruction and tier 2  
  
  
small group or one-on-one 
instruction 
  
 Intervention Programs: 
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Score below 80% 
on USA Test Prep 
Alignment to state standards 
  









Occurs outside of core 
instruction  
  
Intervention Programs: USA 
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9-10 Tier 3 
  
Score of 
inadequate on state 
standardized 
assessment, with a 
two year trend at 
secondary level 
  
Score below 50% 




below: 775L ninth 
grade 
830L tenth grade  
Scheduled into additional 





Additional time, outside of 
core instruction and tier 2  
  
  
small group or one-on-one 
instruction 
  
 Intervention Programs: 
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not met the 
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requirement for 




Alignment to state standards 
  









Occurs outside of core 
instruction 
  
Intervention Programs: USA 
Test Prep  
  
Achieve 3000 
















11-12 Tier 3 
  
Student who have 
not met the 
graduation 
requirement for 
reading, per state 
department of 
education and not 




Scheduled into additional 





Additional time, outside of 
core instruction and tier 2  
 
small group or one-on-one 
instruction 
 Intervention Programs: 




















All Tier 3 interventions require a teacher who is certified or endorsed in reading 




 During this study, the researcher was employed by the district in question, as an 
elementary level instructional coach.  The job responsibilities of an instructional coach included 
assisting administration and teachers with curriculum, instruction, and assessment.   
Participant Sampling 
This study used a purposive sampling method (Patton, 2014), which included secondary 
teachers, teaching English Language Arts (ELA) and social studies in grades 6-12, literacy 
coaches, and school level administrators.  The population was selected because they have 
recently participated in a two-year professional development plan focusing on integrating 
literacy instructional practices.  The population consisted of three literacy coaches, three school 
level administrators, and each ELA and social studies teacher, in grades 6-12, employed in the 
2020-2021 school year by school district A.  Inclusion criteria included all teachers who were 
assigned to teach a secondary ELA or a social studies course in grades 6-12, regardless of 
certification or educational background.  An exclusion criterion was substitute teachers.  The 
goal of the recruitment was to include all ELA teachers and social studies teachers who met the 
inclusion criteria.  At the time of this study, there were about 90 ELA teachers and 60 social 
studies teachers who worked in the district.    
To help recruit participants, the researcher visited each school site and dropped off food 
items and supplies for all staff in the school.  The researcher contacted teachers electronically 
and explained the purpose of the study and asked teachers to complete the inventory online.  This 
was a one-time inventory.  The researcher followed up as needed.  Over the course of the 
internship described above, the researcher developed a relationship with each of the literacy 




Procedures for Soliciting Participants 
• Contact each building level administrator for permission to approach the teachers through 
email and zoom.  The email explained the purpose of the study and the scope of the 
involvement if the teachers. 
• Located a contact at each school to facilitate a zoom session.  In the zoom session, the 
researcher explained the purpose and scope of the study.  The researcher also requested 
that the contact schedule a time to complete the inventory.  
• The researcher followed up with participants who had not completed the inventory and 
then made two additional requests to complete the instrument.  
• The researcher delivered thank you gifts to each school.   
Challenges in Soliciting Participants  
Despite the established relationship the researcher developed with the district in question, 
there were several challenges within the process of soliciting participants from three out of the 
seven schools.  The challenges are described below.  
•  The administrators issued concerns related to the study at two of the high schools, due to 
the current stress level of the teachers.  Although both principals did eventually consent, 
they were fearful of it being “too much” for the teachers, given the current demands  
related to COVID-19.   
• While in the solicitation process, the researcher had some difficulties receiving responses 
from a contact at one of the high schools.  The administration in this school had 
previously expressed concerns about the study as mentioned before.  The principal 




teachers.  The principal decided to allow the contact to continue, but the researcher had to 
state in all email contact that participation was voluntary.   
• Although all schools received consent from school level administration, the contact 
provided to the researcher for one of the middle schools was out on medical leave.  The 
contact could not set up a virtual meeting and emailed the staff at her school.  In her 
email, she shared a link and some information about the study to the staff.  The researcher 
made two more attempts to gain access to the teachers, but was unsuccessful.   
• One of the middle schools would not follow through on the request to meet with the 
Social Studies teachers.  After several attempts, the researcher only included the ELA 
teachers from that particular middle school in the study.  
Instrumentation 
This study used an adapted inventory designed to observe and measure teacher perception 
and implementation of research-based literacy strategies in secondary ELA and Social Studies 
classrooms.  The researcher used a phase approach in the adaptation of the original inventory. 
The instrument used in the current study was adapted from a published study conducted 
by Sivo et al., (2018).  The original instrument was designed to observe and measure changes in 
beliefs, attitudes, and behavior of students towards WebCT, a learning management system used 
in higher education.  This inventory consists of six variables, with a total of 30 items.  Each item 
provides a brief statement and is followed by a 7-point Likert scale, ranging from extremely 






The following variables were included in the original inventory:  
● Perceived resources (R) 
● Perceived usefulness (U) 
● Perceived ease of use (EOU) 
● Attitude (A) towards using instruments  
● Behavioural intention (BI) to use instrument  
● Actual use behaviour (USE) instrument  
Validity and Reliability of Original Inventory 
The psychometric properties of the original inventory were assessed by researchers using 
a pre and post-test design.  Researchers selected a sample of college students and administered 
the inventory.  They analyzed several statistical tests to establish reliability and validity.  Sivo et 
al., (2018) completed an Exploratory Factory Analysis (EFA) to validate the survey structure and 
items.  Using SPSS 17’s dimension reduction, researchers completed Kaiser-Meyer-Olkin 
(KMO) as well as Bartlett’s test of sphericity for survey items, both pre and post-test.  The 
results of KMO at pre-test were, KMO=0.875 and at post-test, KMO=0.916.  The analysis of the 
KMO results show evidence of distinct and reliable inventory items.  Sivo et al. (2018) also 
conducted Bartlett’s test of sphericity and found evidence supporting a factor analysis suitable to 
their study.  Cronbach’s alpha was analyzed for each variable to check for reliability and internal 
consistency, both at pre and post-test.  Cronbach’s alpha over .70 is considered reliable.  See 







Table 3: Cronbach Alpha Results for Inventory Variables 
Variable  Pre-Test  Post-Test 
R α = 0.818 α = 0.908 
U α = 0.951 α = 0.956 
EOU α = 0.956 α = 0.922 
A α = 0.945 α = 0.953 
BI α = 0.914 α = 0.961 
 
Adapted Inventory 
The adapted inventory was designed to investigate beliefs, attitudes, and behaviors 
towards implementing literacy practices in secondary content-area classrooms using a phased 
approach.  Adaptations to the original inventory resulted in modifications to variables and items 
in the Literacy Perception Inventory.  The adapted inventory also uses a 7-point Likert scale, 
ranging from extremely likely (7) to extremely unlikely (1).  The adapted inventory uses the 
same 7-point Likert scale, but includes only four variables from the original inventory.  Variables 
and items were excluded from the original inventory due to alignment with current study.  
Several variables were added to determine teacher perception of specific research recommended 





Phase One of Instrument Adaptation 
  The researcher added several items to assess teacher implementation of effective literacy 
instructional practices based upon findings from the review of literature.  Research shows 
secondary struggling students perform best when literacy strategies are utilized within content 
area classrooms, as teachers will have the opportunity to align specific literacy strategies to each 
discipline (Boulay et al., 2015; Vaughn & Fletcher, 2012; Herrera, et al., 2016).  The inventory 
used in the present study was adapted using research-based recommendations, grounded by the 
practices highlighted in table 4, as these practices are associated with literacy gains for 
secondary struggling readers (Boulay et al., 2015; Kamil et al., 2008; Vaughn & Fletcher, 2012; 
Wanzek et al., 2013).  The core research led to the development of inventory items used to 
measure the actual implementation of literacy practices. Several examples of such inventory 
items include, I select texts that are appropriate to my students’ reading level, as well as, 
Instruction includes strategies to help students learn new vocabulary independently. 
Table 4: Research Supported Instructional Strategies for Secondary Literacy 
Systematic and explicit approach to vocabulary instruction across all content area 
Literacy strategies should be explicitly and directly taught across content areas  
Explicit instruction of comprehension strategies within content area classrooms  
Efforts to increase motivation and engagement  




Phase Two of Instrument Adaptation  
The researcher also consulted with a literacy expert to elicit feedback to refine items in 
the adapted inventory.  The literacy expert reviewed the inventory items to ensure alignment to 
literacy principles derived from current research and best practices seen in classrooms.  These 
refined items were intended to measure the actual use of literacy strategies in content area 
classrooms, with attention to alignment to observed implementation of said strategies in 
secondary classrooms.  
Phase Three of Instrument Adaptation 
   Variables were also added to provide district feedback, relating to teacher perception of 
the reading intervention Achieve 3000, and to support the participating district with the wide-
spread implementation of this program.  
The following variables are included in the adapted inventory:  
● Perceived resources of literacy instruction  
● Perceived usefulness of literacy instruction  
● Perceived ease of use of literacy instruction  
● Teacher attitude towards using literacy instruction  
The following variables were derived from research recommended practices associated with 
positive results for secondary struggling students.  These variables will measure the actual use of 
literacy strategies within daily instruction.   
● Actual use of literacy instruction  
o Vocabulary instruction  




o Extended discussion of texts 
o Motivation and engagement  
All variables and items are included in Table 5.  The inventory was adapted from Sivo et 
al., (2018). This inventory uses a 7-point Likert scale ranging from Extremely Unlikely (1) to 
Extremely Likely (7).  To view the adapted instrument in its entirety, please see APPENDIX A  
Table 5: Variables and Items from Adapted Inventory 
Variables Items 
Perceived resources related to literacy instruction I have the resources I would need to incorporate 
literacy instruction in my class. 
 There are no barriers to incorporating literacy 
instruction in my class.  
 I would be able to incorporate literacy instruction 
in my class if I wanted to. 
 I have access to the resources I would need to 
incorporate literacy instruction in my class. 
Perceived usefulness of literacy instruction 
  
Incorporating literacy instruction in my class 
would enable me to accomplish instructional tasks 
more quickly. 
 Incorporating literacy instruction in my class 
would improve my class performance. 
Incorporating literacy instruction in my class 





I find incorporating literacy instruction useful in 
helping students to access content in my class. 
Achieve 3000 provides resources I need to 
differentiate literacy instruction. 
Incorporating Achieve 3000 in my literacy 
instruction improves class performance. 
Perceived ease of use of literacy instruction  
Learning how to incorporate literacy instruction in 
my class would be easy for me.  
It would be easy for me to become skillful at 
incorporating literacy instruction in my class.  
I would find literacy instruction easy to 
incorporate. 
Achieve 3000 is easy to incorporate into my daily 
instructional routine. 
Teacher Attitude towards literacy instruction Literacy instruction is beneficial for teaching and 
learning in my class. 
Literacy instruction is something I value in my 
class. 






Achieve 3000 is beneficial for the literacy 
development of students in my class. 
Actual Use of Literacy Instruction  
●  Vocabulary Instruction  
I regularly dedicate a portion of class time to 
explicit instruction of vocabulary.  
My students receive repeated exposures to new 
vocabulary.  
I provide regular opportunities for students to use 
vocabulary in a variety of contexts.   
Instruction in my class includes strategies to help 
students learn new vocabulary independently. 
Actual Use of Literacy Instruction  
● Comprehension Instruction 
I carefully select texts to align to specific 
comprehension strategies.  
I show students how to use comprehension 
strategies across a variety of texts.  
I select texts that are appropriate to my students’ 
reading level.  
I regularly provide explicit instruction on 
comprehension strategies.   
I talk about comprehension strategies as I am 
teaching them. 
Actual Use of Literacy Instruction  
● Extended Discussion of Texts 
I select engaging texts to promote discussion. 





I provide time for students to participate in 
classroom discussions.  
I encourage students to generate questions about 
texts. 
I provide scaffolds (e.g., sentence starters) 
students to help students engage in discussions. 
Actual Use of Literacy Instruction  
● Motivation and Engagement 
I develop meaningful learning goals with my 
students.  
 I expose my students to a positive learning 
environment to promote student independence in 
learning.  
I connect learning experiences to real life 
experiences of my students.  
 I try to create experiences to promote student 
engagement in literacy.  
 I provide learning experiences to promote self-
directed learning in my students.  






Data Collection Procedures 
The data was collected immediately after each participant completed the inventory.  The 
data from this study was collected electronically by the researcher and stored in Qualtrics and 
SPSS until analysis.  The data storage was confidential and secure, with limited access.  The 
researcher was only one able to access the data on file from this study.  After two years, all data 
will be destroyed. 
Data Analysis 
Descriptive statistics were collected and stored in the statistical software system, SPSS.  
Data was analyzed through multiple linear regressions to describe relationships between 
variables.  The multiple linear regressions were used to examine all possible predictive 
relationship between variables.  Data was also analyzed for statistically significant differences 
between groups of teachers.  Mean differences were compared through one-way Analysis of 
Variance in the statistics software program, SPSS.  
To protect the confidentiality of the participants, the researcher was the only one with 
access to the raw data.  The collected descriptive statistics were used to describe demographics in 
the population.  The linear regressions generated a path analysis, using all significant regression 
equations.  The findings were reported using scaled statistical interpretations from the 7-point 
Likert scale to examine implications from the inventory.  The results will be reported for each 
research question.  All data was stored in a secure location throughout the duration of the study.   
Methodological Limitations  
Some methodological limitations include the study research design, sample selection, 




relies on the use of inventory data.  This requires participants to self-report data, which may not 
produce reliable responses in participants.  The inventory instrument was adapted from a study 
that investigated a construct outside of literacy, which could have an impact on the validity of the 
results.  Another limitation is the researcher’s role in the study.  The researcher will be 
personally involved in collecting inventory data, which could lead to opportunities for researcher 
bias.  The study will be conducted over the course of several months, which may not be long 
enough to investigate in depth.  
Summary 
In this chapter, the purpose and context of this study was presented and discussed.  
Sampling and assignment procedures, as well as data collection procedures were explained to 
reduce threats to the validity of the study.  The adaptation of the inventory instrument and the 
development of the interview protocol were described.  The chapter ended with an overview of 











CHAPTER FOUR: RESULTS  
Demographic Results 
This chapter begins by outlining the demographic information collected from the 
participants included in this study.  The chapter continues by outlining the results from the 
predictive relationships between each variable and highlights significant differences between 
groups of participants.  This chapter concludes with a summary of findings related to each 
research question that is outlined in this study.  
A total of 74 teachers participated in this study.  Demographics of participants include a 
total of 32 high school ELA teachers, 17 high school Social Studies teachers, 19 middle school 
ELA teachers, and six middle school Social Studies teachers. 
Included in this section of the study is the demographic data related to education, 
professional development, and years of experience of participants.  The participants were asked 
to identify this information at the beginning of the inventory.   
The table below includes the education levels of all participants in this study.  Is the 
current study, teachers were asked to indicate the level of degree and field of degree while 
completing the inventory.  The researcher grouped participants according to their major.  The 
groups created were education major and non-education major, as all participants fell into one of 









Table 6: Educational Backgrounds of Teachers  
 








High School ELA 8 11 13 
High School Social Studies  2 6 9 
Middle School ELA (four 
missing responses in 
education) 
6 6 3 
Middle School Social 
Studies 
0 2 4 
 
When completing the inventory, teachers in this study were also asked to indicate their 
total years of experience in teaching.  The item choices ranged from 0 to 3 years, 3 to 5 years, 5-
10 years, and more than 10 years teaching.  Responses to this item of the inventory are included 











Table 7: Teacher Experience  
 













More than 10 
 
High School ELA 4 0 8 20 
High School Social Studies  1 3 3 10 
Middle School ELA 1 4 0 14 
Middle School Social Studies  2 1 1 2 
 
Teachers were asked to indicate experiences in professional development.  They were 
asked if they participated in a literacy-based professional development within the last three years.  
They were also asked if they participated in the state developed professional development 
targeting content area literacy referred to as, Content Area Reading Professional Development 
(CAR-PD).  Teachers indicated responses with “yes” or “no” for all professional development 
experiences.  Some participants failed to indicate a response.  The results are included in the 







Table 8: Teacher Type and Professional Development  
 
Teacher  Received Professional 
Development in Literacy in 
the past three years.  
Participated in CAR-PD 
Yes  No Yes  No  
High School ELA 28 3 17 14 
High School Social Studies  14 3 8 9 
Middle School ELA 13 6 10 9 
Middle School Social Studies  3 2 3 4 
 
Validity Results  
   A total of 38 items were analyzed for reliability through SPSS’s reliability analysis 
function.  The decision was made to exclude all items pertaining to Achieve 3000 to improve the 
validity measure of each impacted variable.  Items were scaled for each variable, with a total of 
eight variables.  The reliability results, means of scaled items, and standard deviations of scaled 








Table 9: Reliability of Variables  
 







Resources  .783 21.3750 4.55154 
Usefulness .832 22.0685 4.17442 
Ease of Use .898 17.8889 2.87071 
Teacher Attitude  .797 17.6056 2.75411 
Actual Use: Vocabulary  .955 23.5278 4.70832 
Actual Use: 
Comprehension 
.910 30.0972 5.28660 
Actual Use: Discussion 
of Texts 
.818 30.6111 4.16746 
Actual Use: Motivation  .832 37.2958 4.35035 
 
Relationship Between Variables 
This section of the results addresses 10 out of the 13 research questions included in this 
study, as all items pertaining to Achieve 3000 were excluded to improve reliability measures of 
the instrument.  Using the statistical software SPSS, a series of multiple linear regressions were 
run to explore the relationship between all variables.  Relationships between similar constructs 
highlighted in the Technology Acceptance Model (TAM), were referenced to outline all possible 




relationships highlighted in TAM are included below, in Table 10.  TAM is often referenced to 
explain usage technology behavior based on influences from perceptions related to usefulness, 
ease of use, attitude, and perceived resources.  In the current study, constructs related to 
perception are similar to those highlighted in the TAM model.  The relationship between each 
aspect of perception in the TAM model are described in the table below.  In the current study, the 
predictive relationships between each predictor variable, described below, were tested through 
multiple linear regressions.  
Table 10: (TAM)Possible Predictor Variables  
Independent Variable  Predicts  Dependent Variable  
Resources  Predicts Attitude  
Ease of Use Predicts Attitude  
Usefulness  Predicts Attitude  
Teacher Attitude  Predicts Comprehension  
Teacher Attitude  Predicts Vocabulary  
Teacher Attitude  Predicts Discussion  
Teacher Attitude  Predicts Motivation  






A series of linear regressions were calculated to predict perceptions of comprehension 
instruction, vocabulary instruction, discussion instruction, and motivation instruction based on 
teacher attitude.  The predictive relationships between perceptions of resources, ease of use, 
usefulness, and teacher attitude were explored as well.   
Perception Related to Teacher Attitude  
A multiple regression model was explored to determine if perception of resources, ease of 
use, and usefulness are significant predictors of teacher attitude.  The regression equation, F 
(3,63) = 43.805, p < 0.000 is significant with an adjusted R square value of .661.  Perception of 
resources, ease of use, and usefulness explained 66% of the variation in teacher responses in 
reference to teacher attitude.  However, it is important to note, a squared partial correlation of 
.202, indicates perception of resources only explained 4% of the variation in teacher attitude 
when the liner effect of perception of ease of use and usefulness were removed.    
When examining the relationship between perception of resources and perception of 
usefulness, a significant relationship was found between the two variables, with a regression 
equation, F(1,69) = 17.816, p < 0.000.  The unstandardized partial slope .492 and the 
standardized partial slope .453 are statistically significantly different than zero t = 4.221, df = 69, 
p < 0.000.  An adjusted R square value of .194 indicates that perception of resources explained 
19.4% of the variation in teacher responses in perception of usefulness.   
A closer look at variables that impact teacher attitude showed a predictive relationship 
between perception of ease of use and usefulness.  In this study, perception of ease of use was a 




0.000 is significant.  The unstandardized partial slope .820 and the standardized partial slope 
.557 are statistically significantly different than zero t = 5.572, df = 69, p < 0.000.  An adjusted R 
square value of .300 indicates that perception of ease of use explained 30% of the variation in 
teacher responses in perception of usefulness.   
The results of the regression equation, F (1,69) = 17.816, p < 0.000 indicate a predictive 
relationship between perception of resources and ease of use.  The unstandardized partial slope 
.417 and the standardized partial slope .453 are statistically significantly different than zero t = 
4.221, df = 69, p < 0.000.  An adjusted R square value of .194 indicates that perception of 
resources explained 19.4% of the variation in teacher responses in perception of ease of use.   
Teacher Attitude and Perception of Comprehension  
When exploring the impact of teacher attitude on perception of comprehension 
instruction, a significant relationship was discovered.  A significant regression equation was 
found, F (1, 68) = 89.342, p < .000, with an adjusted R square of .561, when predicting 
comprehension instruction from teacher attitude.   
According to the results, 56.1% of variation in teacher responses in perception of 
comprehension instruction can be explained by teacher attitude.  Additionally, the 
unstandardized partial slope 1.442 and the standardized partial slope .754 are statistically 
significantly different than zero t = 9.452, df = 68, p < 0.000.  Attitude significantly predicted 
perception of comprehension instruction. 
Teacher Attitude and Perception of Vocabulary 
 A significant regression equation was found, F (1, 68) = 23.416, p < .000, with an 




significant predictor of perception of vocabulary instruction.  For vocabulary instruction, the 
unstandardized partial slope .870 and the standardized partial slope .506 are statistically 
significantly different than zero t = 4.839, df = 68, p < 0.000.   
Attitude significantly predicted perception of vocabulary instruction, with an adjusted R 
square value of .245, indicating that 24.5 % of variation in teacher responses related to 
perception of vocabulary instruction can be explained by teacher attitude.  
Teacher Attitude and Perception of Discussion of Texts 
The results of the regression equation also indicate that teacher attitude is a significant 
predictor of perception of literacy instruction targeting student discussion of texts.  The 
regression equation is significant, F (1, 68) = 34.636, p < .000, with an adjusted R square value 
of .328.  The unstandardized partial slope .866 and the standardized partial slope .581 are 
statistically significantly different than zero t = 5.885, df = 68, p < 0.000.  Teacher attitude 
explained 32.8% of the variation in teacher responses for perception of literacy instruction 
relating to discussion of texts.  
Teacher Attitude and Perception of Motivation 
The regression equation also indicates that teacher attitude is a significant predictor of 
perception of literacy instruction targeting student motivation.  A significant regression equation 
was found, F (1, 67) = 27.3436, p < .000, with an adjusted R square value of .279.  For 
motivation, the unstandardized partial slope .853 and the standardized partial slope .538 are 




According to the results of the regression, teacher attitude predicts perception of 
motivation instruction.  The adjusted R square value of .279 indicate that 27.9 % of variation in 
teacher responses in perception of vocabulary instruction can be explained by teacher attitude. 
Predictive Relationships in Current Study 
The results of this study indicate predictive relationships between variables, most notably 
with teacher attitude.  The figure below describes the predictive relationship between each of the 
variables, as it relates to teacher attitude.  Included in the figure are the R square values of each 
predictor variable, both individually and as a group with the combined R square value for 
resources, ease of use, and usefulness.  
 
 




Predictive Relationships Between Dependent Variables  
Further analysis of relationships between variables in the current study show predictive 
relationships between dependent variables.  A regression model was used to further explore the 
perception of actual use of literacy instruction.  To guide the regression model, literature relating 
to literacy instruction was consulted.  In studies examining literacy interventions, instructional 
practices targeting vocabulary instruction, motivation, and discussion of texts had a positive 
impact in achievement in reading comprehension (Kamil et al., 2008; Vaughn & Fletcher, 2012), 
indicating a possible predictive relationship between perception of vocabulary, motivation, 
discussion of texts, and comprehension instruction.  Literature relating to engagement and 
motivation in adolescent literacy suggests that discussion of texts may have a predictive 
relationship to motivation in literacy (ILA, 2019).  
The following variables have a predictive relationship with perception of comprehension 
instruction according to the results of this study: Perception of vocabulary instruction, discussion 
of texts instruction, and instruction relating to motivation in literacy.  
Perception of vocabulary instruction was a significant predictor of perception of 
comprehension instruction.  A regression equation of F (1, 70) = 31.760, p < .000 indicates that 
perception of vocabulary instruction is a significant predictor of perception of comprehension 
instruction.  An unstandardized partial slope of .627 and a standardized partial slope of .559 are 
statistically significantly different than zero t = 5.636, df = 70, p < 0.000.  The R square value of 
.302 indicates that perception of vocabulary instruction explained 30.2 % of the variance in 




The results of the regression equation, F (1,69) = 54.001, p <.000, highlight the 
predictive relationship between perception of motivation and perception of comprehension 
instruction.  An unstandardized partial slope of .808 and a standardized partial slope .663 are 
statistically significantly different than zero t = 7.349, df = 69, p < 0.000.  According to the 
results of the regression, perception of motivation predicts perception of comprehension 
instruction.  The adjusted R square value of .431 indicates that perception of motivation 
instruction explained 43.1% of the variance in teacher responses to items pertaining to perception 
of comprehension instruction.   
The results also indicate perception of instruction relating to discussion of texts is a 
significant predictor of perception of comprehension instruction.  The regression equation, F 
(1,70) = 60.638, p <.000 is significant.  An unstandardized partial slope of .864 and a 
standardized partial slope .681 are statistically significantly different than zero t = 7.787, df = 70, 
p < 0.000.  The adjusted R square value of .457 indicates that perception of instruction relating to 
discussion of texts explains 45.7% of the variance in teacher responses in perception of 
comprehension instruction.   
A predictive relationship also exists between perception of instruction relating to 
discussion of texts and perception of motivation.  According to the regression equation, F (1,69) 
= 116.541, p <.000, perception of discussion of texts instruction is a significant predictor of 
perception of motivation.  An unstandardized partial slope of .825 and a standardized partial 
slope .793 are statistically significantly different than zero, t = 10.795, df = 69, p < 0.000.  An 
adjusted R square value of .623 indicates that perception of discussion of text instruction 




relationships described between dependent variables are illustrated in the figure below.  The R 
square value for each variable is included in the figure as well. 
 
                      
Figure 2: Relationship Between Dependent Variables 
Other Results 
Further analysis showed significant differences between groups of participants in this 
study.  Most notably, significant differences in responses were found between teachers with 
degrees in education related fields and degrees in non-education related fields, as well as 
differences in teacher type.  Teacher type refers to middle school verses high school, and Social 
Studies verses English Language Arts.  
Education Verses Non-Education Related Fields  
Statistically significant differences were found between teachers with degrees in 
education related fields and teachers with degrees in non-education related fields.  Participants 








degree in an education related field, or master’s degree in an education related field.  Included in 
the table below are the means and standard deviations of each variable sorted by teacher 
education. 
Table 11: Means and Standard Deviations by Teacher Education  
Variable  Education Level  Mean Standard Deviation  







Master’s Degree  
22.954 4.92300 






































































 Results from a one-way Analysis of Variance (ANOVA) showed statistically significant 
differences between teachers with degrees in education related fields and teachers without 
degrees in education related fields in six variables.  The variables include resources, usefulness, 
ease of use, teacher attitude, comprehension, and motivation.  All results are included in the table 
below.   
Table 12: Results of ANOVA for Teacher Education  




F Significance  
Resources  Between 
Groups 
145.365 2 72.683 3.639 .032 
Within 
Groups  
1298.236 65 19.974   
Total 1443.691 67    
Vocabulary  Between 
Groups  
92.668 2 46.334 2.100 .131 
Within 
Groups 
1433.964 65 22.061   
Total  1526.632 67    
Usefulness Between 
Groups 
127.598 2 63.799 3.937 .024 
Within 
Groups 
1069.474 66 16.204   
Total 1197.072 68    
Ease of Use Between 
Groups 
79.213 2 39.606 5.190 .008 
Within 
Groups 
496.008 65 7.631   








F Significance  
Teacher Attitude  Between 
Groups 
77.924 2 38.962 5.735 .005 
Within 
Groups 
434.822 64 6.794   
Total  512.746 660    
Comprehension  Between 
Groups 
302.221 2 151.110 6.021 .004 
Within  
Groups  
1631.250 65 25.096   





85.554 2 42.777 2.471 .092 
Within 
Groups 
1125.387 65 17.314   
Total  1210.941 67    
Motivation  Between 
Groups  
111.391 2 55.696 2.993 .057 
Within 
Groups 
1191.087 64 18.611   
Total  1302.478 66    
 
Mean Difference in Responses by Teacher Education 
  The table below highlights statistically significant differences between groups by 






Table 13: Differences Between Groups by Teacher Education  







Usefulness  Education majors with a 
Bachelor’s Degree were 
significantly more likely than 
non-education majors to find 
literacy instruction useful.   
3.21529 1.26154 .035 
Ease of Use  Education majors with a 
Master’s Degree were 
significantly more likely than 
non-education majors to find 
literacy instruction easy to 
incorporate in their 
classrooms.  
2.44571 .76011 .006 
Teacher Attitude  Education majors with a 
Bachelor’s Degree were 
significantly more likely to 
have a favorable attitude 
toward literacy instruction 
than non-education majors.  
2.15865 .82822 .030 
Education majors with a 
Master’s Degree were 
significantly more likely than 
non-education majors to have 
a favorable attitude toward 
literacy instruction. 
2.24615 .73012 .009 
Comprehension  Education majors with a 
Master’s Degree were 
significantly more likely than 
non-education majors to claim 
to incorporate comprehension 











instruction in their 
classrooms.  
Motivation  Education majors with a 
Master’s Degree were 
significantly more likely than 
non-education majors to claim 
to incorporate literacy 
instruction in the area of 
motivation. 
2.95342 1.21401 .046 
 
Differences by Teacher Type 
Statistically significant differences were found between groups according to teacher type.  
For teacher type, teachers were sorted into four groups; ELA High School, Social Studies High 
School, ELA Middle School, and Social Studies Middle School.  Included in the table below are 
the means and standard deviations for each group.   
Table 14: Means and Standard Deviations by Teacher Type  
 
Variable  Teacher Type  Mean Standard Deviation  
Resources  ELA High School 22.6923 4.18348 
 
Social Studies High 
School  
19.8750 4.54423 




Variable  Teacher Type  Mean Standard Deviation  
 
Social Studies Middle 
School 
16.8333 4.30891 
Vocabulary  ELA High School 
 
23.9623 5.08149 




ELA Middle School 
 
25.0000 4.0000 




Usefulness ELA High School 
 
22.6923 4.49684 




ELA Middle School 
 
23.4706 3.65919 




Ease of Use ELA High School 
 
18.4231 2.13866 






Variable  Teacher Type  Mean Standard Deviation  
 
ELA Middle School 
 
19.0588 2.10566 




Teacher Attitude  ELA High School 
 
18.1538 2.42804 




ELA Middle School 
 
19.0588 2.10566 




Comprehension  ELA High School 
 
31.5769 4.39248 




ELA Middle School 
 
32.7647 3.19236 







Variable  Teacher Type  Mean Standard Deviation  
Discussion of Texts ELA High School 
 
31.9231 3.73013 




ELA Middle School 
 
31.7647 2.84010 




Motivation  ELA High School 
 
38.2308 4.14061 




ELA Middle School 
 
38.3529 3.95192 





Results from a one-way ANOVA showed statistically significant differences between 
teachers according to teacher type; ELA High School, Social Studies High School, ELA Middle 
School, and Social Studies Middle School in all variables except Vocabulary.  Results are 




Table 14: Results of ANOVA for Teacher Type  




F Significance  





















Total 1470.875 71    











































Total 1254.658 72    





















Total  585.111 71    
Teacher Attitude  Between 
Groups 








F Significance  
Within 
Groups 
422.299 67 6.303   
Total  530.958 70    













































Total  1233.111 71    





















Total  1324.789 70    
 
Mean Difference in Responses by Teacher Type 
The table below highlights significant differences between groups by teacher type 
through comparison of mean differences, according to a post hoc analysis.  Teacher types include 
ELA High School teachers, ELA Middle School teachers, Social Studies High School teachers, 




Table 15: Differences Between Groups by Teacher Type  







Resources  ELA High School teachers 
were significantly more likely 
than Social Studies Middle 
School teachers to identify 
and favor the use of resources 
in literacy instruction.  
5.44792 1.91298 .029 
ELA High School teachers 
were significantly more likely 
than ELA Middle School 
teachers to identify and favor 
the use of resources in literacy 
instruction. 
5.77778 2002705 .029 
Usefulness  ELA Middle School teachers 
were significantly more likely 
than Social Studies Middle 
School teachers to find 
literacy instruction useful in 
their classrooms.   
4.98246 1.87173 .047 
Ease of Use  ELA High School teachers 
were significantly more likely 
than Social Studies High 
School teachers to find 
literacy instruction easy to 
use.  
2.44571 .76011 .006 
ELA High School teachers 
were significantly more likely 
than Social Studies Middle 
School teachers to find 
literacy instruction easy to 
use. 











ELA Middle School teachers 
were significantly more likely 
than Social Studies High 
School teachers to find 
literacy instruction easy to 
use. 
2.71207 .86832 .014 
ELA Middle School teachers 
were significantly more likely 
than Social Studies Middle 
School teachers to find 
literacy instruction easy to 
use. 
3.61404 1.21799 .021 
Teacher Attitude  ELA High School teachers 
were significantly more likely 
than Social Studies  
High School teachers to have 
a favorable attitude toward 
literacy instruction. 
2.03448 .76688 .048 
ELA Middle School teachers 
were significantly more likely 
than Social Studies High 
School teachers to have a 
favorable attitude toward 
literacy instruction. 
3.00000 .83815 .004 
ELA Middle School teachers 
were significantly more likely 
than Social Studies Middle 
school teachers to have a 
favorable attitude toward 
literacy instruction. 











Comprehension  ELA High School teachers 
were significantly more likely 
than Social Studies High 
School teachers to claim to 
incorporate comprehension 
instruction in their 
classrooms.  
5.61290 1.34999 .016 
ELA High School teachers 
were significantly more likely 
than Social Studies Middle 
School teachers to claim to 
incorporate comprehension 
instruction in their 
classrooms. 
6.11290 1.99508 .016 
ELA Middle School teachers 
were significantly more likely 
than Social Studies High 
School teachers to claim to 
incorporate comprehension 
instruction in their 
classrooms. 
6.88889 1.51283 .000 
ELA Middle School teachers 
were significantly more likely 
than Social Studies Middle 
School teachers to claim to 
incorporate comprehension 















Discussion  ELA High School teachers 
were significantly more likely 
than Social Studies High 
School teachers to claim to 
incorporate instruction in 
discussion of texts. 
4.03036 1.16259 .005 
ELA Middle School teachers 
were significantly more likely 
than Social Studies High 
School teachers to claim to 
incorporate instruction in 
discussion of texts. 
4.29739 1.30283 .008 
Motivation  ELA High School teachers 
were significantly more likely 
than Social Studies High 
School teachers to claim to 
incorporate literacy 
instruction in the area of 
motivation. 
3.93137 1.23702 .012 
ELA Middle School teachers 
were significantly more likely 
than Social Studies High 
School teachers to claim to 
incorporate literacy 
instruction in the area of 
motivation. 





It is important to note that number of years teaching and professional development 
experiences, CAR-PD or otherwise, did not yield any statistically significant differences between 
participants in this study.  
Summary 
In this chapter, the results of the study showed the relationships between each variable.  
All possible predictor variables were tested to indicate the strength of the predictive relationship 
with each variable.  The chapter also included an overview of the relationships between all 
variables indicated in this study.  This chapter concluded by comparing mean differences and 












CHAPTER FIVE: DISCUSSION  
Introduction 
The relationships between variables in this study and, most importantly, the relationship 
between teacher attitude and implementation of literacy instruction, provide insight into the 
challenges of secondary content area teachers, in terms of incorporating recommended 
instructional literacy practices in secondary ELA and Social Studies classrooms.  The role of 
teacher attitude and the predictive relationship with perception of literacy instruction is a vital 
area for future attention, especially given the relationship between teacher decision making and 
student achievement (Clark & Lampert, 1986; Shulman,1987) as well as the relationship  
between teacher decision making and the Multi-Tiered System of Support MTSS (ACT, 2006; 
Biancarosa & Snow, 2006; O’Brien et al., 2006).   
The predictive variables impacting perception of teacher attitude can provide direction 
for improvement in teacher perceptions of literacy.  Other results in this study highlight possible 
negative impacts relating to teachers’ personal backgrounds in higher education.  Findings from 
this study also highlight concerns relating to support and professional development that differ by 
content area.   
This chapter begins with a discussion of specific details and results related to each 
research question in the discussion of findings.  In addition, this chapter discusses differences by 
content area and education.  This chapter concludes with implications for teachers, implications 
for educational leaders, implications for professional development, and a summary including 




Discussion of Findings 
Research Question 1 
1. What role does perceived resources, related to literacy in the content areas, play in secondary 
ELA and Social Studies teachers’ perceived usefulness of effective literacy instructional 
practices in their content area instruction? 
All relationships tested in this study were guided by the relationships outlined in the 
Technology Acceptance Model (TAM), as constructs relating to teacher attitude in the current 
study are similar in nature to predictive variables in the TAM model (Matheieson, Peacock, & 
Chin, 2001).  In the current study, perception of resources together with perception of ease of use 
were a significant predictor of perceived usefulness.  Teacher responses in this study indicated 
that resources explained 19.4% of the variation in perception of ease of use.  Responses also 
indicated that perception of ease of use explained 30% of the variation in teacher responses in 
usefulness.   
This finding indicates that perception of resources may vary based on the quality and 
teachers’ ability to utilize such resources.  This finding is concerning as a teacher’s belief in her 
ability to implement an instructional practice can impact how successfully the practice is 
implemented and impact the achievement of the students (Clark & Lampert 1986; Clark & 
Peterson 1986; Shulman, L. 1987).  This finding is even more concerning when factoring in the 
challenge that secondary teachers already face in locating quality literacy resources that target 
secondary grades (Allington, 2011).  Findings from the current study show that attention to the 
acquisition of resources alone is not enough to support secondary ELA and Social Studies 




during selection.  Practical considerations could include the setting of where the practice will 
take place, the time required, and personal requirements from the teacher.  These considerations 
can impact teachers’ ability to feel successful (Herrera et al., 2016) with implementation of 
literacy instruction.   
Research Question 2 
2. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ perceived ease of use of literacy instructional practices in their content 
area instruction?  
 When examining perceptions of resources and ease of use a predictive relationship was 
found between the two variables.  According to the result of this study, perception of resources 
explained 19.4% of the variation of teacher responses for perception of ease of use.  The results 
of the study also indicate that perception of ease of use explained 30% of variation in teacher 
responses in usefulness.  These results further support the notion of investing time to ensure that 
teachers can implement resources with a reasonable amount of ease.   
The resource itself is not the largest predictor of successful implementation in practice. 
According to the results of this study, ease of use is a far greater predictor to successful 
implementation of a particular resource or instructional practice.  When school and district 
leaders are purchasing resources for implementation, efforts should be made to support the ease 
of which a teacher can implement the resource or instructional practice.  One recommendation 
that may assist with ease of use is to seek feedback from teachers who will be directly involved 
with the implementation.  Considerations should be taken in terms of what would be required by 




Research Question 3 
3. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ attitude towards implementation of literacy instructional practices in 
their content area instruction? 
In the current study, perceived resources played a small role in perception related to 
teacher attitude, however it is important to note that the relationship is far stronger when 
perception of resources is aligned with perception ease of use and usefulness.  The three 
variables, when in a linear relationship, explained 66.1% of the variation of perception in of 
teacher attitude.  However, when the linear relationship was removed, perception of resources 
only explained 4% of the variation of responses in teacher attitude.   
This is a very significant finding as the role of resources is not a significant predictor of 
teacher attitude on its own.  Findings from prior research show that teachers find acquisition of 
quality resources to be a challenge (Allington, 2011), especially when searching for literacy 
resources that target secondary students.  One factor that may not be at the forefront of the 
matter, is the importance of investing time in the ease of implementation of a particular resource.  
It may be advantageous for school and district leaders to invest time investigating the ease in 
which a given resource can be implemented.  
In the future, when attempting to support secondary teachers with incorporating literacy 
instruction in their classrooms, close attention will need to be given to how resources are 
implemented, the professional development requirements, and complexity of the resources being 




Research Question 4 
4. What role does perceived resources, related to literacy instruction, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
When the role of perceived resources is examined as a predictor variable of perceived use 
of literacy instruction, only a slight relationship exists.  Alone perceived resources explained 
only 4% of the variation in teacher responses related to teacher attitude.  According to the TAM 
model, perception of teacher attitude can predict perception of actual usage (Matheieson, 
Peacock, & Chin, 2001).   
In the current study, perception of actual use of literacy was measured by perception of 
comprehension instruction, perception of vocabulary instruction, perception of instruction related 
to discussion of texts, and perception of instruction related to motivation.  The findings suggest 
that resources alone are not enough to effect change, without attention to how those resources are 
implemented.  More consideration needs to be placed on the demands required from the teacher 
(Herrera et al., 2016).   
Teachers have reported feelings of inadequacy when attempting to implement literacy 
practices in secondary classrooms (Allington, 2011; Vaughn & Fletcher, 2012).  Although 
resources alone do not seem to be enough to help ease the burden on secondary content area 
teachers, there is evidence of successful implementation of literacy interventions.  It may be 
helpful to examine the professional development practices used in those interventions.  Research 




with regular sessions, observations and feedback, and involvement of the leadership team 
(Herrera et al., 2016), successful results are possible.   
Research Question 5 
5. What role does perceived usefulness, related to literacy instruction, play in secondary ELA 
and Social Studies teachers’ perceived ease of use of literacy instructional practices in their 
content area instruction?  
When studying the relationship between perception of ease of use and perception of 
usefulness, within the paradigm of the TAM model (Matheieson, Peacock, & Chin, 2001), a 
significant relationship was found between perception of ease of use and perception of 
usefulness.  Perception of ease of use is a significant predictor of perception of usefulness.  In the 
current study, perception of ease of use explained 30% of the variation of teacher responses in 
perception of usefulness.  When teachers can implement a resource with a level of ease, they are 
more likely to find the resource useful.  This is a significant finding as perception of resources, 
ease of use, and usefulness greatly contribute to teacher attitude.  In turn, teacher attitude was 
found to be a significant predictor of perception of literacy instruction.  
When implementing changes to instructional practices in literacy, attention needs to be 
given to ease of use.  Experiences of the teacher, professional development, complexity of 
resources can all contribute to how easy or difficult instruction can be to implement.  This is a 
crucial area to address as teachers report difficulties in this area and a lack of confidence to 
effectively teach literacy skills (Allington, 2011; Vaughn & Fletcher, 2012).   Content area 
teachers report that they do not feel fully prepared from teacher preparation programs to 




given to how education programs will support the future needs of pre-service secondary content 
area teachers.  It will be up to school and district level leaders to support this need in current in-
service teachers.   
Research Question 6 
6. What role does perceived usefulness, related to literacy instruction, play in secondary ELA 
and Social Studies teachers’ attitude towards literacy instructional practices in their content 
area instruction? 
In the current study, perceived usefulness had a significant indirect effect on perceived 
literacy instruction.  To remain in alignment with the TAM model (Matheieson, Peacock, & 
Chin, 2001), the predictive effect of usefulness was tested along with perceived ease of use and 
perceived resources.  The overall effect of the three predictive variables indicates a significant 
relationship with perception of teacher attitude.  Perceived teacher attitude had a significant 
predictive relationship with perception of literacy instruction as measured in this study, through 
perceptions of comprehension, vocabulary, discussion of texts, and motivation.  Percentages 
related to amount of variation explained by these variables are included below, in response to 
research question seven.  When perceived usefulness is related to ease of use and perceived 
resources, it is a significant predictor of perception of literacy instruction.  This is an area that 
needs more attention, as literacy strategy instruction is an essential part of each content area and 
can increase achievement of students struggling with literacy skills (Greanleaf et al., 2001; 




Research Question 7 
7. What role perceived usefulness of literacy instruction play in secondary ELA and Social 
Studies teachers’ implementation of effective literacy instructional practices in their content area 
instruction? 
Perceived usefulness, together with perceptions of resources and ease of use explained 
66.1% of the variation in teacher responses in perceived teacher attitude.  Perception of teacher 
attitude explained 56.1% of the variation in teacher responses in perceived comprehension 
instruction, 24.5% of the variation in teacher responses in perceived vocabulary instruction, 
32.8% of variation in teacher responses for instruction related to discussion of texts, and 27.9% 
of the variation of teacher responses in instruction related to motivation.  Perceptions of 
usefulness was a significant predictor of teacher attitude, especially when perceived usefulness 
interacts with perceptions of ease of use and resources.  School and district level leaders can 
support teachers through the selection of resources that can be implemented with a reasonable 
level of ease, and potentially improve teacher attitude.  Studies showed that effective programs 
and instructional practices in secondary literacy all included on-going support for 
implementation for teachers.  Support included an initial professional development session 
ranging from two to 10 hours, with follow-up sessions as needed (Herrera et al., 2016).  Follow-
up sessions included classrooms observation and feedback, smaller professional development 




Research Question 8 
8. What role does perceived ease of use of literacy instruction play in secondary ELA and Social 
Studies teachers’ attitude towards literacy instructional practices in their content area 
instruction? 
In the current study, perceived ease of use had a significant but indirect role on literacy 
instruction, as it is measured in this study.  The relationship was examined in accordance with 
the TAM model (Matheieson, Peacock, & Chin, 2001), which included the predictive effect of 
perceptions of resources and usefulness.  The overall effect of the three predictive variables 
indicates a significant relationship with perception of teacher attitude.  As previously stated, 
perceived teacher attitude had a significant predictive relationship with perception of literacy 
instruction as measured in this study, through perception of comprehension, vocabulary, 
discussion of texts, and motivation.  When examining the implementation if literacy 
interventions within the MTSS framework, researchers found that teacher decision making was a 
key factor to the success of the implementation of the framework (American College Testing 
[ACT], 2006; Biancarosa & Snow, 2006; O’Brien et al., 2006) further supporting the importance 
of the role of the teacher and perception related to teacher attitude.  
Research Question 9 
9. What role does perceived ease of use of literacy instruction play in secondary ELA and Social 
Studies teachers’ implementation of effective literacy instructional practices in their content area 
instruction? 
Perceived ease of use, together with perceptions of resources and usefulness explained 




stated, perception of teacher attitude explained 56.1% of the variation in teacher responses in 
perceived comprehension instruction, 24.5% of the variation in perceived vocabulary instruction, 
32.8% of variation in teacher responses for instruction related to discussion of texts, and 27.9% 
of the variation of teacher responses in instruction related to motivation.  Perceived ease of use 
plays a significant role in teacher attitude, which in turn, plays a significant role in perception of 
literacy instruction.   
This finding further highlights the need to reevaluate the instruction in each content area, 
with the needs of the teacher in the forefront of the evaluation.  Core literacy instruction in each 
content area is vital to the success of secondary students (Greanleaf et al., 2001; Hervey, 2015; 
Langer, 2001; Lee & Spratley, 2010).  Findings from the current study show that perceived ease 
of use is a vital contribution to successful implementation of literacy practices in content area 
classrooms.  
Research Question 10 
10. What role does perceived attitude towards literacy instruction play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction?   
The role of perceived teacher attitude is significant in this study.  Perception of teacher 
attitude directly predicts perceptions of literacy instruction.  Perceived teacher attitude explained 
56.1% of the variation in teacher responses in perceived comprehension instruction, 24.5% of the 
variation in perceived vocabulary instruction, 32.8% of variation in teacher responses for 




instruction related to motivation.  Future attention needs to be given to perception of teacher 
attitude and interventions focused on improving perception of teacher attitude.   
The role of the teacher is vital to the successful implementation of any instructional 
practice.  The findings from this study highlight the significance of teacher attitude.  As teacher 
attitude can impact teacher decision making, this is an area that should not be ignored.  When 
examining the framework of MTSS, the role of the teacher should not be underestimated (ACT, 
2006; Biancarosa & Snow, 2006; O’Brien et al., 2006).  
Research Questions 11 –13 
11. What role does perceived attitude, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
12. What role does perceived usefulness, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction?  
13. What role does perceived ease of use, related to Achieve 3000, play in secondary ELA and 
Social Studies teachers’ implementation of effective literacy instructional practices in their 
content area instruction? 
In the current study, all items related to Achieve 3000 were found to have low scores in 
reliability measures.  The decision was made to remove items related to Achieve 3000 to 
improve the reliability of the instrument used in this study.  This indicates that responses to items 
related to Achieve 3000 were not a reliable indicator of the variables included in this study; 




Overall Findings Related to Research Questions  
Historically, secondary content area teachers have reported a lack of self-efficacy in their 
abilities to implement literacy instruction in their classrooms.  According to studies done on the 
topic, secondary content area teachers do not believe they have received enough training and 
therefore, do not feel qualified to implement literacy instruction in their classrooms (Herrera et 
al., 2016; Vaughn & Fletcher, 2012).   
One possible approach to supporting content area teachers was outlined in 2011 through 
the Florida Department of Education’s Content Area Professional Development plan.  CAR-PD 
utilized an approach that focused on quality and depth of professional development being offered 
to content area teachers.  Further attention needs to be directed towards the professional 
development, CAR PD, designed by the state of Florida Department of Education.   
With CAR-PD no longer being a requirement from the state, many teachers may not be 
encouraged to participate in this opportunity.  This professional development was specifically 
developed to address the needs of content area teachers and enable them to become proficient in 
providing literacy interventions to struggling students.  This was an in-depth program offering 
150 hours of professional development and included a face-to-face component.  This program 
had potential to improve teacher efficacy in delivering effective literacy interventions.  
Another finding from the current study suggests that offering secondary content area 
teachers resources alone may not be enough to help them implement literacy instruction in their 
classrooms.  Given the relationship between perceived resources, perceived ease of use, 
perceived resources, and teacher attitude, teachers need more time to learn about the resources, 




implement resources, and choose when and how to use them in their classrooms to help improve 
the ease of use of the resource.  Quite often, teachers are handed a variety of resources to assist 
in proving students with interventions in literacy.  The question remains, are teachers receiving 
adequate professional development to aid in the effective implementation of those resources?   
When interventions are evaluated for implementation, more attention needs to be directed 
towards ease of use.  Questions should be asked such as, “Will teachers be able to implement 
these resources?” “Will teachers have adequate professional development to effectively 
implement resources with relative ease?”  It is also important to consider the teachers’ 
professional experiences, education background, and other responsibilities that may interfere 
with teachers’ perception of ease of use of selected resources.  It seems that resources are only as 
good as the teachers' ability to implement with a reasonable level of ease (Herrera et al., 2016). 
The results of this study indicate that teacher attitude was a significant predictor of all 
areas in perception of literacy instruction.  However, since perception of resources only 
contributes 4% of the variation in teacher responses when the effect of the other predicting 
variables is removed, perception of resources does not seem to be a significant predictor of 
literacy instruction on its own.  This is a vital area for improvement in current practice as 
teachers need access to quality resources that can be implemented with a reasonable amount of 
ease.   
Findings from this study suggest that resources alone are not enough to improve literacy 
instruction in the ELA and Social Studies secondary content area classrooms of the teachers 
included in this study.  More attention needs to be placed on how a resource is implemented.  A 




consideration should be taken when school and district leaders evaluate the level of support 
needed to enable English Language Arts and Social Studies content area teachers to implement a 
resource with ease.  Special attention should be given to the needs of secondary content area 
teachers as research indicates that these teachers are the best choice to implement needed literacy 
instruction for secondary struggling students (Kamil et al., 2008; Vaughn & Fletcher, 2012; 
Wanzek et al., 2013). 
Other Results  
Relationship Between Dependent Variables  
When examining the possible relationship between the dependent variables, literature 
relating to recommended literacy instructional practices for secondary struggling readers was 
consulted to identify possible predictor variables.  
Findings from prior research showed that literacy interventions that targeted vocabulary 
instruction, motivation, and discussion of texts showed a positive effect on achievement in 
reading comprehension (Kamil et al., 2008; Vaughn & Fletcher, 2012).  This finding in the 
literature indicates a possible predictive relationship between perception of vocabulary, 
motivation, discussion of texts, and perceived comprehension.  Results of the current study 
support this finding as well.   
Results from the current study, along with literature on the topic, indicate a predictive 
relationship between discussion of texts and motivation in adolescent literacy (International 
Literacy Association, 2019).  When referencing literature related to motivation and engagement 
in adolescent literacy, recommendations for instruction include implementation of instructional 




The results of this study highlight a significant area for professional development.  When 
providing teachers with professional development related to comprehension instruction, 
instructional strategies related to vocabulary, discussion of texts, and motivation should be 
included as well.  Prior research also highlights the role of quality professional development in 
supporting successful implementation of literacy instruction (Herrera et al., 2016).  
Differences in Participants  
A significant finding in this study included differences in responses by participants 
related to educational background and teaching assignment.  Results indicated a significant 
difference in responses between teachers with degrees in education-related fields and degrees in 
non-education related fields.  Results from the current study also indicated a significant 
difference in responses by teaching assignment, middle school verses high school as well as 
Social Studies verses English Language Arts.  
 Differences by Education 
Results of this study indicated that teachers with a bachelor’s degree in education were 
significantly more likely to find literacy instruction useful than teachers with a bachelor’s degree 
in a non-education related field.  Also, teachers with a bachelor’s degree in education were 
significantly more likely than teachers with a bachelor’s degree in a non-education related field 
to have a favorable attitude towards literacy. 
Teachers with a master’s degree in an education related field were significantly more 
likely than non-education majors to find literacy instruction easy to incorporate in their 




comprehension instruction in their classrooms, and claim to incorporate literacy instruction in the 
area of motivation. 
These findings draw attention to a dire issue in education.  Due to critical teacher 
shortages across the nation, many states have developed emergency placement protocols to meet 
staffing demands.  These protocols include emergency permits and alternative certification 
procedures and programs (Darling-Hammond, Chung & Frelow, 2002; Jang & Horn, 2017). 
Research comparing teachers who have completed an education program and teachers 
who have completed alternative certification pathways show significant differences between the 
two groups.  Teachers who have completed a teacher preparation program are more likely to 
remain in education, feel confident in their knowledge and skills, and produce higher student 
achievement (Darling-Hammond, Chung & Frelow, 2002; Jang & Horn, 2017) than teachers 
who participated in alternative certification pathways.  Results from the current study support 
these findings.  When supporting teachers in fulfilling state certification requirements, school 
districts should encourage in-depth course work that covers instructional pedagogy over 
cramming for a test, whenever possible (Goldenberg, et al., 2020).  
The results from the current study also support a need for specially designed professional 
development opportunities targeting teachers without a degree in an education related field.  One 
recommendation would be to use professional development protocols from interventions with 
positive effects.  Protocols could include an in depth beginning professional development with 
regular on-going mini sessions, as well as regular observations and feedback to teachers and 




Differences by Content Area 
Significant differences were found between the following groups of teachers: high school 
ELA teachers, high school Social Studies teachers, middle school ELA teachers, and middle 
school Social Studies teachers.   
ELA high school teachers were significantly more likely than Social Studies middle 
school teachers to favor the use of resources in literacy instruction, have a favorable attitude 
toward literacy instruction, find literacy instruction easy to use, and incorporate comprehension 
instruction in their classrooms.  ELA high school teachers were significantly more likely than 
Social Studies high school teachers to incorporate instruction in discussion of texts and 
incorporate literacy instruction in the area of motivation.  ELA high school teachers were 
significantly more likely than ELA middle school teachers to identify and favor the use of 
resources in literacy instruction. 
ELA middle school teachers were significantly more likely than Social Studies high 
school teachers to find literacy instruction easy to use, have a favorable attitude toward literacy 
instruction, incorporate instruction in discussion of texts, incorporate literacy instruction in the 
area of motivation, and incorporate comprehension instruction in their classrooms. 
  ELA middle school teachers were significantly more likely than Social Studies middle 
school teachers to find literacy instruction easy to use, find literacy instruction useful in their 
classrooms, have a favorable attitude toward literacy instruction, and incorporate comprehension 
instruction in their classrooms. 
Given the relationship between teacher attitude and literacy instruction established in this 




of tier one literacy instruction focusing on comprehension and vocabulary across all content area 
classrooms to support the needs of all students, especially those needing intensive intervention 
(Vaughn & Fletcher, 2012).  When considering the role of each content area in the development 
of the literacy skills that each student needs to be successful, this is an area that needs more 
attention.  Students need critical literacy skills that are specific to each content area to increase 
student achievement (Greanleaf et al., 2001; Hervey, 2015; Langer, 2001; Lee & Spratley, 2010).  
It would also be helpful to examine secondary teacher preparation programs and 
investigate how they differ in terms of exposure to evidenced-based literacy instruction practices.  
This examination could help identify different approaches taken in secondary teacher preparation 
programs in ELA and Social Studies, which could have contributed to differences noted between 
the populations in the current study.  There is a need to address teacher attitude towards literacy, 
especially as requiring teachers to include literacy instruction will take time away from teacher 
focus on a particular content area.  
Furthermore, it was also noted that there were no significant differences between teachers 
based on years of experience or professional development experiences.  This included teachers 
who stated they participated in the state provided professional development, known as Content 
Area Reading Professional Development (CAR-PD).  The results of this study also support 
school districts utilizing opportunities for advanced degrees in education-related fields to 
improve perceptions of teacher attitude and perceived instruction in secondary literacy.    
Limitations of Study 
Limitations of this study include the relationship between the researcher and some of the 




teachers and Social Studies teachers at one of the high schools.  The researcher had participated 
in several professional developments over the past five years with teachers in English Language 
Arts at each school, as well as with the Social Studies teachers at one of the high schools.  This 
relationship did not exist with all of the participants prior to the study, which could have 
impacted the results of this study. 
The participants of this study included mostly English Language Arts teachers, while that 
is representative of the population being studied, it caused the groups of teachers to be unequal.  
This was impactful in the group of Social Studies middle school teachers.  The statistical 
assumption of equal variance was tested and not in violation.   
There were limitations in how the data was collected in the study.  As participants were 
asked to self-report, there is a limitation with the reliability of the information collected.  There is 
a possibility of participant bias.  There was no other data collected to triangulate findings.  
Although the scope of the current study was to examine the perceptions of secondary content 
area teachers in ELA and Social Studies, it is important to note that the data collected may not 
accurately reflect practices utilized in the classrooms of the participants.  Teachers may have 
indicated responses that they believed were “correct”.  The responses of participants may not 
reflect true experiences of the instructional practices that take place in the classroom.  
Limitations in this study also includes the adaptation of the instrument used to collect 
data.  There may have been a need for more clarification of terms used in the inventory.  For 
example, it would have been advantageous to define the term “resources” in relation to the items 




The final limitation to be mentioned in this chapter is related to the setting in which the 
study took place.  The setting of this study was a rural school district within the state of Florida.   
The results of this study may not be generalizable to other settings, particularly to large urban 
school districts.  
Implications for Practice 
Literature on the subject has identified many factors that can challenge the 
implementation of effect literacy instructional practices in secondary classrooms.  One such 
challenge that may need more attention in the future is teacher attitude.  There is an established 
relationship between instructional decision making and achievement of students (Clark & 
Lampert, 1986).  Given the relationship between teacher perception and insight into teacher 
decision making, more attention needs to be place on teacher attitude (Clark & Lampert, 1986; 
Shulman,1987).   
Research recommends that skills for secondary students struggling with reading 
proficiency be delivered within specific disciplines to be most effective (Boulay et al., 2015; 
Herrera et al., 2016; Vaughn & Fletcher, 2012).  Content area teachers know best how to utilize 
specific skills to gain the best outcome in their content.  If content area teachers are vital to the 
success of implementation of literacy instructional practices, then more attention needs to be 
given to the perceptions of teachers and teacher attitude for all content area teachers.  
Recommendations in research call for targeted professional development opportunities 
for content area teachers as these teachers report feelings of inadequacy when it comes to literacy 
instruction (Herrera et al., 2016; Kamil et al., 2008).  The current study presents some challenges 




groups that had professional development in literacy and groups that did not have professional 
development.  It is important to note that many other factors could have contributed to the 
finding with professional development.   
The findings of this study also showed that education programs, both at the bachelor’s 
and master’s level, had a significant impact on perceptions of teacher attitude.  One suggestion 
could be for school districts to create partnerships with university education programs that are 
offered in the area.  In the past, this school district has had success with offering certain 
continuing education programs in partnership with local universities.  Due to the remote nature 
of this district, there are limited opportunities for continuing education.  Opportunities such as 
offering more online programs and holding classes on school district campuses could support 
teachers identified in this study.  
Implications for Teachers  
Teachers are vital to the process of supporting struggling students in the secondary 
grades.  Without examining their perceptions, it is difficult to know what exactly teachers are 
contributing to the classroom.  There is a clear connection between teacher attitude and student 
performance.  Teachers can contribute to the learning opportunities of their students through 
their attitude towards literacy instruction.  From past research, we learned that teacher 
perception, beliefs, and attitudes directly impact a teacher’s knowledge base, even in terms of 
content knowledge (Shulman, 1987).  To further complicates matters, teachers make minute to 
minute decisions to be effective in the classroom.  Those decisions have a direct impact on 




Research shows the value of teacher decisions making within the MTSS framework 
(ACT, 2006; Biancarosa & Snow, 2006; O’Brien et al., 2006).  With the established role of 
teacher attitude in the current study, more attention needs to be focused on supporting and 
improving teacher attitude.  The teacher’s role in student achievement should never be 
underestimated.  In MTSS, teachers make critical decisions related to student response to an 
intervention (Vaughn & Fletcher, 2012; Wanzek et al., 2013).  This is a critical part of the 
process used to support struggling students.   
This study highlights the importance of the role of teacher attitude in perception of 
literacy instruction.  Results of this study showed that perceptions of literacy instruction were 
related ease of use, usefulness, resources, and teacher attitude.  In this study, the role of ease of 
use was vital in the relationship between resources and perception of literacy instruction.  Often, 
in MTSS, attention is primarily focused on the resources used to support students.  However, this 
study shows that it could be possible to support teachers by focusing on ease of use when 
implementing practices or resources in literacy instruction. 
Implications for Professional Development  
The results of the current study show a need for quality professional development on 
literacy instruction for secondary ELA and Social Studies content area teachers, with attention 
given to ease of use of instructional practices and resources in literacy.  As professional 
development, or a lack of professional development, could contribute to ease of use of a 
resource, this is an area that needs more attention in the future (Herrera et al., 2016).  Careful 
attention needs to be used when selecting interventions and other instructional resources, 




study indicated that ease of use was a significant predictor of teacher attitude and teacher attitude 
was a significant predictor of perception of literacy instruction.  With the established relationship 
between teacher decision making and student achievement, this area should not be overlooked in 
professional development.   
Implications for Leaders in Education 
When examining the Multi-Tiered System of Support framework, which drives the 
support provided for all students falling behind, the role of decision making is vital to successful 
implementation.  The framework, although preventative in nature, calls on teachers and 
educational leaders to make decisions for the student, based on that student’s response to a 
particular intervention (Boulay et al., 2015; Kamil et al., 2008).  The teachers and other 
education leaders are vital to the success of this framework.  Teacher attitude can easily become 
another roadblock to successful implementation of the MTSS framework.   
If school leaders wish to address teacher attitude and how it relates to the implementation 
of the MTSS framework, they must make efforts to listen to teachers.  Teacher attitude has the 
potential to impact student achievement, both negatively and positively.  This study can serve 
has a guide to support education leaders in capturing the perception of their teachers.   
Recommendations for Research and Next Steps  
Recommendations for future research include a systematic review of empirical literature 
for approaches or techniques that have been successful in improving secondary ELA and Social 
Studies content area teacher attitude toward literacy instruction.  Given the relationship between 
teacher attitude and literacy instruction, it would be advantageous to examine conditions that 




adapted in this study, in future pre-test post-test design research, examining ways to improve 
teacher attitude towards literacy instruction. 
More research is needed to gain a better understanding of specific instructional practices 
across all content areas, as well as what intensive interventions would be needed to remediate 
struggling readers in these classes (Vaughn & Fletcher, 2012). 
Future research should focus on making improvements in ease of use of literacy 
interventions and other resources needed for literacy instruction.  This is a significant factor in 
terms of supporting students struggling with literacy, as ease of use was a significant predictor of 
teacher attitude.  Finally, more research is needed to examine the role of teacher decision-making 
within the framework of MTSS, as teacher attitude predicts perception in literacy instruction and 







































Adapted Perception Inventory 
Please complete each item: 
Currently teaching: (see below) 
Grades:                                                                      Subject areas: 
Highest level of education:                                       Degrees and Majors: 
Areas of teacher certification (Florida):  
Years of experience:                                                Years teaching in current district:  
In the past three years, have you participated in on-going professional development focusing on literacy:   
Have you ever participated in Content Area Professional Development through your district (CAR-PD): 
If yes, when: 
Circle the correct numeric repose for each item.  
Survey Scale:   
           1                     2                       3                    4                    5                    6                       7                    
Extremely           Unlikely          Somewhat       Neutral        Somewhat         Likely           Extremely  




I have the resources I would need to incorporate literacy instruction in my class.  
              1                     2                       3                       4                    5                      6                     7                   
 
 
There are no barriers to incorporating literacy instruction in my class.   
              1                     2                       3                       4                    5                      6                     7                   
 
 
I would be able to incorporate literacy instruction in my class if I wanted to.  






I have access to the resources I would need to incorporate literacy instruction in my class. 
              1                     2                       3                       4                    5                      6                     7                   
 
 
Incorporating literacy instruction in my class would enable me to accomplish tasks more quickly.  
              1                     2                       3                       4                    5                      6                     7                   
 
 
Incorporating literacy instruction in my class would improve my class performance.  
              1                     2                       3                       4                    5                      6                     7                   
 
 
Incorporating literacy instruction in my class would make it easier to complete class work.  
               1                     2                       3                       4                    5                      6                     7                   
 
 
I would find incorporating literacy instruction useful in helping students to access content in my class. 
              1                     2                       3                       4                    5                      6                     7                   
 
 
Achieve 3000 provides resources I need to differentiate literacy instruction. 
              1                     2                       3                       4                    5                      6                     7                   
 
 
Incorporating Achieve 3000 in my literacy instruction improves class performance. 






Learning how to incorporate literacy instruction in my class would be easy for me.   
              1                     2                       3                       4                    5                      6                     7                   
 
 
It would be easy for me to become skillful at incorporating literacy instruction in my class.   
              1                     2                       3                       4                    5                      6                     7                   
 
 
I would find literacy instruction easy to incorporate. 
              1                     2                       3                       4                    5                      6                     7                   
 
 
Literacy instruction is beneficial in my class. 
              1                     2                       3                       4                    5                      6                     7                   
 
 
I would find literacy instruction easy to incorporate.   
              1                     2                       3                       4                    5                      6                     7                   
 
 
Achieve 3000 is easy to incorporate into my daily instructional routine. 
             1                     2                       3                       4                    5                      6                     7                   
 
 
Literacy instruction is something I value in my class. 






Literacy instruction is easy to incorporate in my class. 
             1                     2                       3                       4                    5                      6                     7         
 
 
 Achieve 3000 is beneficial for the literacy development of students in my class. 
             1                     2                       3                       4                    5                      6                     7  
 
 
I regularly dedicate a portion of class time to explicit instruction of vocabulary.  
             1                     2                       3                       4                    5                      6                     7                   
 
 
My students receive repeated exposures to new vocabulary.  
         1                     2                       3                       4                    5                      6                     7                   
 
 
I provide regular opportunities for students to use vocabulary in a variety of contexts.   
         1                     2                       3                       4                    5                      6                     7                   
 
 
Instruction includes strategies to help students learn new vocabulary independently. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I carefully select texts to align to specific comprehension strategies.  






I show students how to use comprehension strategies across of variety of texts.  
        1                     2                       3                       4                    5                      6                     7                   
 
 
I select texts that are appropriate to my students’ reading level.  
        1                     2                       3                       4                    5                      6                     7                   
 
 
I regularly provide explicit instruction on comprehension strategies.  
        1                     2                       3                       4                    5                      6                     7                   
 
 
I talk about comprehension strategies as I am teaching them.   
        1                     2                       3                       4                    5                      6                     7                   
 
 
I select engaging texts to promote discussion. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I ask questions to promote and extend discussion. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I ask questions to promote and extend discussion. 






I provide time for students to participate in classroom discussions. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I provide students with discussion protocol to promote discussion. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I encourage students to generate questions about texts. 
        1                     2                       3                       4                    5                      6                     7         
           
 
I provide scaffolds (e.g., sentence starters) students to help students engage in discussions. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I develop meaningful learning goals with my students. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
 I expose my students to a positive learning environment to promote student independence in learning. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I connect learning experiences to real life experiences of my students. 






I try to create experiences to promote student engagement in literacy. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I provide learning experiences to promote self-directed learning in my students. 
        1                     2                       3                       4                    5                      6                     7                   
 
 
I provide students with opportunities in collaborative learning. 
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